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a b s t r a c t
The purpose of this project was to evaluate the quality 
of student supervision as perceived by the student in the School 
of Social Work at the University of Windsor and what association 
this might have with the student's perceived sense of readiness 
to enter the professional field upon graduation. It was hoped 
that this study might act as a catalyst in encouraging further 
studies in the area of student supervision.
The survey of literature was conducted to gain a better 
understanding of the various learning models and approaches 
used in supervision and previous research done in the field.
The literature review was separated into four areas: educational
models of learning and their contribution to the area of super­
vision, various types and methods of supervision practiced, the 
role of developing student self-awareness in the supervisory , 
process, and previous research conducted in the area of student 
supervision.
The data was collected through the distribution of 
questionnaires of 4th year B.S.W. students and M.S.W. students 
at the University of Windsor, School of Social Work.
The data collected was centered on answering the fol­
lowing research foci:
(a) How do students perceive their supervisory experience?
(b) Do the variables such as sex, age, and prior work ex­
perience have any significant association with the 
student's general supervisory satisfaction or his
ii
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perceived sense of readiness to enter the social work 
profession upon graduation?
(c) Does the student's perceived sense of supervisory 
satisfaction have any significant association with 
his perceived sense of readiness to enter the profes­
sional field upon graduation?
Among the major findings were:
a) The overall response to the supervision received was 
positive.
b) The variables age and prior work experience showed no 
significant association with the variables general super­
visory satisfaction and personal sense of readiness.
c) The variable sex was found to have no significant assoc­
iation with the student's perceived general supervisory 
satisfaction. However, it indicated a significant 
association with his perceived sense of readiness to enter 
the professional field upon graduation.
d) The variable perceived sense of readiness to enter the 
field showed no significant association with general 
supervisory satisfaction.
Although the results were inconclusive, it is felt 
that future research in this field should continue with the 
view in mind of developing a more objective, more refined 
and nrecise scale of measurement.
Ill
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CHAPTER I 
INTRODUCTION
The purpose of this research project was to evaluate 
the quality of student supervision as perceived by the student 
at the School of Social Work, University of Windsor, and to 
find what association the supervision received by the student 
had with his perceived sense of readiness to enter the social 
work field upon graduation.
In the review of the literature regarding student 
supervision, two main themes seemed to predominate. These 
were: 1) the emphasis upon the importance of supervision
in the training of the student to become a competent prac­
titioner, and 2) the emphasis upon the relationship between 
the supervisor and the supervisee.
Increasingly the B.S.W. is becoming the recognized 
entry point in the field of social work. An important 
component of social work education is the supervision received 
by the student in his field placement. As a result of this, 
it is imperative to assess the effects of supervision upon 
the student. _
This researcher was motivated to undertake this project 
through an awareness of the lack of research in the area of 
student supervision, together with a hunch that supervision
1
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is not always helpful for professional development.
In this study, for comparative purposes, the'graduate 
class in the School of Social Work was also included in the 
population. The reason for this was that the researcher was 
curious to lea m  the effects of prior work experience upon 
the student's subjective perception of his competence, 
regardless of the perceived value and effectiveness of the 
supervision received.
The working hypothesis for this research project 
was the following: students whose perception and evaluation
of their supervisory experience is positive will also be more 
likely to perceive themselves as being ready to enter the 
professional field.
The significance of such a project is manifold:
(a) it is one of only a handful of research projects to be 
performed to date which seeks to assess the effectiveness of 
supervision in the field of social work; (b) it can be seen 
as an aid in making professional social workers, and especial­
ly those in supervisory positions, more aware of those factors 
which contribute to the creation of a positive learning ex­
perience; (c) it can be perceived as an assessment and 
evaluation of the quality of supervision offered to the 
students at the School of Social Work at the University of 
Windsor; (d) as a result of the fact that this is, in 
effect, a study of results obtained in the training of social 
work students in a field where little research is done, it
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
3can be regarded as both adding to the knowledge base of social 
work and as increasing the professional esteem in which social 
work is held. One of the reasons why social work is often 
held in such low professional esteem is because of the lack 
of such evaluative research.
The University of Windsor School of Social Work Program
Before proceeding to the next section, a brief 
description of the Social Work Program at the University of 
Windsor will be given.
The School of Social Work at the University•of Windsor 
started in I966 with a B.A. program and three consecutive 
summer sessions leading to a diploma in Social Work, In 196? 
the four year honors B.S.W. program began as the entry, degree 
into the profession. In 1968, the M.S.W. program began as 
a two year degree, but was changed to a one year program in 
1970. From 1967-1975. the student enrollment went up from 
40 students to over 350 students.
Field work is an important component of the Social 
Work Program. In second and third year, students are 
required to put in a minimum of two to four hours of field 
work per week in a social agency designated by the school. 
These students are supervised in groups usually averaging 
five to eight students by either fourth year or masters 
students. During the fourth and fifth year, students are 
required to put in two full working days in the field under 
the supervision of experienced social work professionals.
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In the B.S.W. field placement the emphasis is on 
developing performance skills and a professional 
identity. Integrating of theory and practice, 
self awareness, and use of supervision and con­
sultation are stressed.
In the M.S.W. field placement there is emphasis 
on the student's ability to assume a creative 
and innovative role in professional life. A 
deepened ability to conceptualize, diagnose, and 
develop a treatment plan is emphasized.
(Accreditation Manual, School of Social Work,
University of Windsor, 1972, p. 37)
Fourth and fifth year students are each assigned a 
supervisor in their field placements. During the year 1975- 
1976, the fourth year class of the B.S.W. program numbered 
seventy-one students, three of whom were part-time. The 
masters class numbered seventeen students. During the year 
four students from the B.S.W. program and two from the masters 
class dropped out.
The total number of field instructors for that year 
was twenty-one for the B.S.W. students and fourteen for the 
M.S.W. students. (There is some overlap in field placements 
and supervisors betv/een the B.S.W. students and masters 
students in the above given figures.) Of that total, 70# 
were agency-based supervisors, 20# were faculty supervisors, 
and 10# were hired part-time field instructors.
Agency and faculty supervisors are selected on a 
voluntary basis. For the agency-based supervisors, arrange­
ments are made by the field co-ordinator through the agency 
administration. Recommendations are made as to the number 
of students that can be placed in the agency and who will
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5be able to supervise them. These recommendations are then 
taken back to the school for-approval.
The part-time field instructors are hired on a half- 
time appointment basis. Faculty supervisors are chosen on 
the basis of their work load, with the freedom to accept or 
decline the offer as they choose.
There are no formalized criteria written down as to 
the qualifications required for hiring or choosing a field 
supervisor, other than having an M.S.W. degree as well as 
some supervisory experience. Exceptions are made, however, 
where suitable.
Although there is no formal means of evaluating 
field supervisors, there have been some instances where 
evaluations have been done informally, either initiated by 
the students, the agency and/or the field supervisor.
One day workshops are usually held for all field 
instructors at the beginning of the school year and again 
at the close of the school year. In addition, a faculty 
field consultant is appointed to agency-based field super­
visors to act as a liason between the school and the agency.
They assume responsibility for ensuring that ex­
pectations for field practice are met and that 
the field and class experience are integrated. 
Communication and planning is shared among con­
sultants, field instructor, and student.
(Field Instruction Manual, 1976-1976, p. 3)
The duties of the field supervisor as stated in the 
Field Instruction Manual, 1975-1976, of the School of Social 
Work at the University of Windsor are
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1) To provide a period of individual or group instruction
of 1-li hours on a regular weekly basis. This implies
adequate preparation on the instructor's part.
2) To make assignments to students on the basis of their 
educational value. Sufficient work should be assigned 
so that the student's time in field practice is used 
fully and effectively.
3) To keep a record of supervisory conferences with each 
student.
4) To work in collaboration with appropriate School Faculty 
and to prepare such reports as the School requires.
5) To complete with the student or students an evaluation.
6) To recommend a grade at the completion of field ex­
perience.
7) To attend the meetings related to field instruction
which are arranged by the school. (pp. 4-5)
This, then, is a brief outline of the Social Work
program at the University of Windsor. In the fourth year
of the B.S.W. program and in the M.S.W. program major
emphasis is placed on the field experience and the performance
of the student. The responsibility of the field supervisor
is to evaluate the student's performance.
In the following chapter the writer will focus on
a review of the literature on the use of supervision in the
training of student social workers.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
CHAPTER II 
REVIEW OF THE LITERATURE V
The review of the literature was done with several 
objectives in mind. These were, first, to examine three 
different types of educational models and how they influence 
and relate to the area of supervision; these gave the writer 
a better understanding of some basic learning principles.
The second objective was to examine literature describing 
various types and methods of supervision used which contribute 
to and enhance the student's learning and development as a 
professional. The third objective was to examine literature 
describing the role and importance of developing student 
self-awareness in the supervisory process. Finally, the 
fourth objective was to examine previous research done on 
student supervision to provide the writer with a basis for 
comparison.
Comparison of Educational Models and Their 
Influence on Supervision
Alex Gitterman has conceptualized three basic 
educational models which parallel three social work super­
visory models (Kaslow, 1972). The three educational models 
on the nature of motivation, learning, and teaching are
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81) the subject-centered model, 2) the student-centered model, 
and 3) the integrative model. The three parallel supervisory 
models for social work are 1) the organization-centered 
model, 2) the worker-centered model, and 3) the integrative 
model. The main focus and emphasis of this thesis is on the 
integrative model,
Subject-Centered Model
The focus of this model is on the discipline and
training of the student. Emphasis is placed on passivity
and control by the environment. Selection of the curriculum
and learning material is made by the teacher.
Learning is perceived as a logical, intellectual 
process. The subject matter is identified in its 
end form, separated from the context from which it. 
emerged. Learning is described as the incorporation 
of generalized abstractions which are to be learned 
in a predefined order, in a given amount of time, 
through the skillful manipulation of the teacher.
One method of teaching is through asking students 
questions to which the teacher knows the correct 
response.
Motivation for learning is considered outside the 
learner's capacity and within the power of the 
teacher. Man's behavior is viewed as a result of 
conditioning which produces reflex responses at the 
introduction of stimuli. Consequently, reward and 
punishment stimuli provide the basic motivation.
(Alex Gitterman, 1972, pp. 22-23)
This model developed out of the efforts and studies
of such men as Socrates, Locke, Thorndike, Watson and Skinner.
Student-Centered Model
Emphasis in this model is placed on the individual
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
9and the development of his full potential. The ideal goal 
is the fulfillment of the learner's developmental needs. The 
founders and main contributors to this model were Rosseau, 
v/ho advocated freedom of expression in the learning and 
developmental process, and Froebel, who was the first to 
conceive the concept of kindergarten for children based on 
the belief of play being the natural medium of expression.
The Integrative Model
This model emerged out of gestalt psychology and pro­
gressive education. Gestalt is defined as an organized 
pattern— a whole rather than isolated parts. The gestalt 
approach sees man and his environment as being relevant to 
each other.
Kurt Lewin, who developed the cognitive field theory, 
devised five major theoretical principles which "explain 
how people leam about their environment and themselves and 
how they use what they learn." These are 1) "relativism";
2) "human behavior is purposeful, and consequently intellectual 
processes are highly influenced by an individual's goals";
3) "a situation must be described through the eyes of the 
perceiver"; 4) "a situation must be grasped as whole, and 
from there one can proceed to an analysis of its parts";
5) "events occur simultaneously and interdependently; what­
ever the length of time, everything goes on at once rather 
than one event causing another." (Gitterman, 1972, pp. 25-26) 
Dewey, like the gestalt psychologists, attempted to
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develop an integrative philosophy.
He identified the polarities between the subject and 
the learner which carry over to other subdichotomies} . ; 
discipline versus freedom; logical versus psychological; 
structure versus spontaneity; conformity versus indi­
viduality. (Gitterman, 1972, p. 26)
He advocated that a middle road be taken, one that avoided 
the "extreme of authoritarian control and of total permis­
siveness". (Gitterman, 1972, p. 27) (Dewey's contribution 
and theory will be expounded on later in this chapter.)
This model makes a clear distinction between three 
specific areas which contribute to the quality of education. 
These are 1) learning from experience by self-discovery 
or insight; 2) taking previous experiences and developing 
the ability to conceptualize and generalize these to future 
or present experiences, thereby enabling learning to take 
place; 3) self-directed motivation which is developed 
rather than reliant upon externally received reinforcement.
Social Work Supervision: The Organization-Centered Model
This model, which is parallel to the subject-centered 
model, is based from "the early 1900's, when agencies were 
primarily involved in the delivery of direct, concrete 
services, like public assistance and child placement." At 
that time, the goal of professional practice was "uplifting 
the unworthy to the level of righteousness of the social 
workers". (Gitterman, 1972, p. 29) The supervisor offered 
his expertise, through the use of didactic teaching.
As in the subject-centered model, the student
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receives "abstracted generalizations removed from empirical 
experience". (Gitterman, 1972, p. 29) The supervisor 
controls the process by influencing the student's responses 
and leading him to predefined solutions.
This model goes on the "assumption that 'knowing' is 
equivalent to 'doing'." (Gitterman, 1972, p. 31) Usually 
factual knowledge is gained at the expense of developing 
the specific skills necessary to translate the knowledge into 
action.
This model can also contribute to a supervisory relation­
ship in which the supervisor, because of his need to have the 
correct answers and to be in control, can be easily threatened 
and insecure. The supervisor’s need for. control, in turn, 
can contribute to overdependency on the student's part, 
stifling growth and learning.
Worker-Centered Model
Emergence of this model, which is parallel to the 
student-centered model, resulted from three influences--that 
of private agencies moving into treatment services, the 
development of psychoanalysis, and the development of 
university responsibility for the education of the profession.
Consequently, there was a greater need and demand for 
specialized staff training. The supervisor, therefore, assumed 
the task. As the Freudian medical treatment model was 
assimilated as part of the profession's philosophy, the central 
focus became the worker and his personality.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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In the worker-centered model, emphasis is on pro­
viding the learner with personal insights to move 
beyond his constrictions-and to continually grow- 
and develop. Subject matter is non-existent; the 
personality receives exclusive attention. In 
supervision self-awareness is treated as the final 
objective rather than as an essential ingredient for 
a helping person. The "why" of one's behavior 
becomes the central concern. (Gitterman, 1972, p.
32)
Exclusive focus on the worker's personality structure 
often leads to self-consciousness and emotional constriction. 
Preoccupation with personal feelings rather than developing 
and incorporating essential practice skills may result.
Whereas the organizational model confuses the relationship 
between knowing and doing, the worker-oriented model confuses 
the relationship between feeling and doing. This model 
assumes that, by developing self-insight, the worker will 
acquire the skills to perform his job competently.
Integrative Model In Supervision
This model, parallel to the integrative model in ed­
ucational theory, advocates "better integration of supervisory 
administrative and educative responsibilities. " (Gitterman, 
1972, p. 34) An agency is responsible for the rendering of 
total services. The supervisory experience encompasses 
client service demands and the essential skills necessary to 
meet those demands. The two are interrelated, and therefore 
inseparable.
The two major functions in the supervisory experience 
are 1) to aid the worker in effectively providing the service
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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of the agency and 2) being accountable for the service pro­
vided.
As in Dewey's educational model, the integrative 
supervisory model addresses itself to the relation­
ship between "knov/ing", "feeling", and "doing".
The technical competence of the worker, what he 
does, is the major area in which the professional 
differs from the non professional. Clients judge 
professionals by their helping actions, and by their 
ability to be of service and to "do", not by their 
diplomas or what they "feel" or "know". The model, 
insists that although a professional needs exten­
sive knowledge and appropriate feeling, the major 
challenge is the transmission of these into helping 
techniques and skills. (Gitterman, 1972, p. 36)
The following three sections, then, will provide a 
more detailed explanation of Dewey's learning theory, as 
well as incorporating the approaches used by Carl Rogers 
and Charlotte Towle as the examples of the integrative model 
in a practical form.
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Dewey's Theory of Learning
Dewey's theory of learning is based on the premise 
"that all genuine education comes about through experience." 
(Dewey, 1938, p. 13) Howeyer, not all experiences are con­
ducive to learning; therefore, it is the educator's respons­
ibility to help the student be selective and differentiate 
the good experiences from the bad. Because of the educator's 
greater maturity and insight resulting from also having had 
a greater range of experiences, he is in a position to act 
as a resource to the student and to provide the appropriate 
guidance in assisting him in the learning process.
In order for the educator to make use of his own per­
sonal resources at hand, he must also be
on the alert to see what attitudes and habitual 
tendencies are being created. He must be able 
to judge what attitudes are actually conducive to ' 
the continued growth and what are detrimental.
He must,' in addition, have that sympathetic 
understanding of individuals as individuals which 
gives him an idea of what is actually going on 
in the minds of those v;ho are learning. (Dewey,
1938, p. 33)
This calls for an understanding and knowledge of human devel­
opment, functioning, and learning patterns. It is also the 
educator's responsibility to be aware of and to create the 
atmosphere and environment which will contribute to building 
up worthwhile learning experiences for the student.
According to Dewey, normal experiences encompass the 
interaction of objective and internal conditions. Taken to­
gether, or in their interaction, they form what is called a
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situation. Hov; an individual learns or is affected by an ex­
perience is dependent not only on the external factors, but 
also on the internal factors around any particular situation 
which creates the experience to be had.
The conceptions of situation and of interaction are 
inseparable from each other. An experience is al­
ways what it is because of a transaction taking 
place between an individual and what, at the time, 
constitutes his environment.
...the environment, in other words, is whatever con­
ditions interact with personal needs, desires, 
purposes and capacities to create the experience 
which is had. (Dewey, 1938, pp. 41-42)
Learning is, therefore, dependent on what transpires 
internally and externally between the individual and the sit­
uation at the moment of occurrence. Emphasis is placed on 
learning in the present and developing the ability to gen­
eralize present learning experiences to future ones.
Dewey also states that it is important for the learner
to participate in the formation of the purposes which direct
his activities in the learning process.
A purpose is an end view. That is, it involves 
foresight of the consequences which will result 
from acting upon impulse. Foresight of consequences 
involves the operation of intelligence. (Dewey,
1938, p. 78)
Factors which precede purpose are 1) the exercise 
of observation which involves the transformation of impulse 
into a purpose and 2) understanding the significance of 
what we say, hear, and touch. •
The formation of purposes is a complex, intellectual 
operation which involves
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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1) the observation of surrounding conditions; 2) 
knowledge of what has happened in similar situations 
in the past, a knowledge-obtained partly by recol­
lection and partly from the information, advice and 
warning of those who have had a wider experience;
3) judgement which puts together what is observed 
and what is recalled to see what they signify.
(Dewey, 1938, p. 80)
In summary, Dewey emphasizes learning by experience. 
The role of the educator in this process is twofold: first,
guiding and helping the student to be selective and in choos­
ing the experiences that will promote his learning; and 
second, providing an appropriate learning environment in 
which the student is exposed to experiences conducive to 
learning.
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Carl Rogers' Theory of Learning
According to Carl Rogers there are two kinds of 
learning: "task learning" and "significant, meaningful,
experiential learning." "Task learning" is merely an ex­
ercise of memory, where the material memorized has no meaning 
and is easily forgotten. Such learning involves the mind 
only. It does not involve feelings or personal meanings 
and has no relevance for the whole person. "Significant, 
meaningful, experiential learning" has a "quality of personal 
involvement" whereby the whole person, in both his feeling 
and cognitive aspects, participates in the learning event. 
Significant learning is "self-initiated." The understanding 
and incorporation of knowledge from external stimuli comes 
from within the individual. It is "pervasive", for it has 
an impact on the entire person, his behavior, attitudes, 
and personality. It is "evaluated by the learner", for only 
the individual can know whether his learning needs are being 
met. And, its "essence is meaning". The whole experience 
encompasses the element of meaning, thereby allowing learning 
to take place. (Rogers, 1969, p. 5)
For Carl Rogers, the goal of education is the facili­
tation of change and learning. He does not view learning as 
a static process, but one that is ever changing and continuous, 
He sees the relationship between the educator and the learner 
as an important factor in the learning process. He lists 
three qualities of the educator which facilitate learning.
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These are, 1) "realness in the facilitator of learning";
2) "prizing, acceptance, and trust of the learner"; and
3) "empathetic understanding." (Rogers, 1969, p. 25)
Carl Rogers also points out the importance of the
student having the opportunity and developing the ability
to evaluate his own learning, in order for it to become
responsibile learning.
It is when the individual has to take the respons­
ibility for deciding what criteria are’important to 
him, what goal he has been trying to achieve, and 
the extent to which he has achieved those goals, 
that he truly 1earns to take responsibility for him­
self and his directions. For this reason, it seems 
important that some degree of self-evaluation be 
built into any attempt to promote an experiential 
type of learning. (Rogers, 19&9, p. 143)
Rogers summarizes the factors regarding learning and its
facilitation into ten points. These are
1) Human beings have a natural potentiality for learning.
2) Significant learning takes place when the subject 
matter is perceived by the student as having rele­
vance for his own purposes.
3) Learning which involves a change in self or- 
ganization--in the perception of oneself— is 
threatening and tends to be resisted.
4) Those learnings which are threatening to the self 
are more easily perceived and assimilated when ex­
ternal threats are at a minimum.
5) t''fhen threat to the self is low, experience can be 
perceived in differentiated fashion and learn­
ing can proceed.
6) Much significant learning is acquired through 
doing.
7) Learning is facilitated when the student par­
ticipates responsibly in the learning process.
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8) Self-initiated learning which involves the 
whole person of the learner--feelings as well 
as intellect--is the-most lasting and pervasive.
9) Independence, creativity, and self-reliance are 
all facilitated when self-criticism and self- 
evaluation are basic and evaluation by others 
is of secondary importance.
10) The most socially useful learning in the modern 
world is the learning of the process of learning, 
a continuing openness to experience and incorp­
oration into oneself of the process of change.
(Rogers, I969, pp. 157-164)
In summary, Carl Rogers sees learning as being a very 
personal and individual experience, with the relationship be­
tween the educator and the learner playing an important part 
in the learning process.
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Charlotte Towle's learning Theory
Charlotte Towle perceives the learning experience for
the social work student as an intensely emotion packed one.
The emotions brought to the learning experience 
and the emotions produced by it, the "tension 
systems" which facilitate and obstruct cognitive 
capacity, are a central concern in social work 
education. (Towle, 1954, p. 25)
Part of the emotional stress created for the social
work student stems from the lack of knowledge implied in 
learning, and also from being placed in a situation where 
many demands are made. Often a realistic and well-founded 
sense of inadequacy, confusion, and fear is aroused by "the 
lack of the know-what, know-how, and know-why for the at­
tainment of his aims" (Towle, 1954, p. 33) which the par­
ticular situation may demand of the student.
Towle lists four sources of specific fear and anxiety 
in the student during the learning process. These are 1)
"The fear of helplessness due to lack of knowledge and skill"; 
(Often too little importance is given to this source of 
anxiety.) 2) "Fear of the new by reason of its nature and 
meaning"; that is, fear of the "nature of the newness in 
relation to needs, wants, and capacities brought from his 
previous experience," based on a) "experiences which threaten 
self-dependence," b) "the demand for understanding experience 
beyond one's own," and c) "the responsibility to sustain 
consciousness of self and to use the concept of the 
unconscious"; 3) "The dual intellectual process and the
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multiple demand" made on the student whereupon he is forced 
to deal and struggle with at times the conflicting activities 
of the intellectual versus the emotional within a scheduled 
time limit and the pressures of the educational system;
4) In summarizing the "integrative task," the student 
experiences rapid change in feelings and thinking often con­
flicting with "heavy reality demands." This process usually 
occurs at a "vulnerable age, when regression to the dependency 
of earlier years is more readily precipitated by the demands 
of the adult world than when he is a little older." Also, 
at this time period, the student experiences anxiety over 
his sense of adequacy at being able to function as an adult 
in the working world. The student's professional strivings 
involve his self-concept "as an adequate adult, a concept 
which is a composite of his needs and wishes, bearing the 
imprint of deeply influential relationships." (Towle, 1954, 
pp. 95-107)
Charlotte Towle views the educable student as an
individual with a well integrated ego-superego, which means
that the "parental and cultural ego has been sufficiently
incorporated to be theirs to use freely." (Towle, 1950,
p. 318) These individuals are able to handle unresolved
inner conflicts through constructive ego defences.
There may be latent neurotic tendencies, vestiges ' 
of unincorporated superego, which may cause learning 
problems from time to time as defences are threat­
ened or undergo change in the growth process of pro­
fessional education. (Towle, 1950, p. 318)
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Often the student's struggle involves maintaining ego
equilibrium which is disturbed'by the sources of fears and
anxiety mentioned earlier.
The content of the educational experiences may serve 
to activate only partially resolved conflicts and to 
shake and sometimes even to break down ego defenses 
which had seemingly been well entrenched. Consequently, 
one finds that learning involves the growth process.
It may demand personality change at rapid tempo. This 
means that there will be a larger element of disorgani­
zation than in many other learning situations, and 
hence reorganization— that is, reintegration--will 
occur at a slower tempo. (Towle, 1954, p. 10?)
Often needless stress can be created within the educa­
tional system for the student, thereby obstructing learning, 
resulting in automatic performance rather than encouraging 
creative effort, fragmentation rather than integration, 
and hence in a breakdown in drives originally appropriate and 
strong.
Towle emphasizes the importance of the supervisor-
student relationship in the educative process, in that
their teaching, helping, administering relationship 
with the student determines in large measure his 
very capacity to work purposefully with people in 
ways appropriate to the profession, whether in the 
helping relationship between worker and client, in 
collaborative work with colleagues, or in his 
relationship with subordinates and persons in 
authority within the agency hierarchy. (Towle,
1954, P-. 141) ■
Towle lists three important factors in the facilitation 
of learning for students. These are 1) Being accessible 
to students, and being prepared to meet and accept "their 
realistic dependency" needs. As students experience under­
standing and acceptance from their supervisor they in turn
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are better equipped and able to meet their clients' "realistic 
dependency and disturbed feelings," 2) Acceptance. "Students 
thus have an experience in which they are "done to" as they 
must do"; that is, "affirm the client's strengths, respect 
his defences, and travel with him at his tempo in eliciting 
and in dealing with his disturbed feelings." 3) The super­
visor does not pressure the student with unrealistic demands, 
but encourages realistic performance of his abilities. Thus 
as the student experiences acceptance and sensitivity of his 
needs during a stressful period in his life, he is then 
able to transfer that support and sensitivity to his clients. 
"Students cannot be expected to be understanding of -hardship 
if their own stresses have been excessive and not understood." 
(Towle, 1950, pp. 323-324)
Towle strongly emphasizes that the goal of education 
is to minimize unnecessary stress in order to maintain the 
"student's ego intact." As a result "personality disorgani­
zation" is minimized and "reorganization and reintegration" 
are allowed to occur gradually and naturally, (Towle,
1954, p. 149)
In summary, Towle stresses the impact of learning on 
the emotional, psychological, and intellectual aspects of 
the student. Because learning can be stressful, Towle states 
that it is imperative for supervisors to be aware of the 
anxieties related to learning, so as to be able to create 
a supportive learning atmosphere in which the student can 
confront and over-come his fears and anxieties.
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Summary
In tying together the theoretical frameworks of 
Dewey, Rogers, and Towle, one theme seems to be common to 
all three, namely, the focus on the student and his learning 
needs. All three stress different aspects of this theme.
Dewey emphasizes the importance of experiential learning.
Rogers views the relationship between teacher and learner as 
being the most important. And Towle stresses the importance 
of minimizing the anxieties of the learning situation as 
encountered by the student. All, however, are keenly 
aware of the needs of the student in order to learn.
Maximum learning, then, is acquired through experiences, 
a positive relationship between the student and the teacher, 
and the teacher having the ability to create a positive 
emotional climate conducive to learning.
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Types of Supervision
Although the main emphasis of this thesis and the 
majority of student-supervisory experiences is the traditional 
one-to-one supervision model, it seems appropriate to mention 
briefly the various types of supervision which can be used, 
and to which students are likely to be exposed either during 
their professional training, or once they graduate and obtain 
a social work position, -
Before going into the various types of supervision, 
the functions of supervision will be discussed. The two 
major functions of supervision are teaching and administrative. 
The responsibilities for each function are listed as follows: 
Teaching functions:... '
...l) social work philosophy and the history and 
policy of the agency, 2) social work knowledge, 
techniques, and skills, 3) self-awareness, 4) 
available resources in the agency and the com­
munity, and 5) the priorities of case service 
and the management of time.
Administrative functions:...
...l) communications linkage, 2) accountability
for performance, 3) evaluation, 4) assignment 
of cases and distribution of work, 5) emotional 
support of workers, and 6) utilization by the 
agency of each worker's experiences. (Watson,
1973, p. 81)
Tutorial Model
The tutorial model is composed of a supervisor and 
a supervisee in a one-to-one relationship. It is most ef­
fective when used for inexperienced workers and workers who 
feel secure in being closely monitored in their performance.
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Scheduling of the supervisory conferences is done on a regular 
and frequent basis.
The responsibility for the agenda of each supervisory 
encounter is shared by the supervisor and the supervisee. 
Basically the supervisor has the responsibility for final 
decision making and the worker is directly accountable to 
him.
"The teaching-learning component is important in 
this model," (Watson, 1973, P» 83) and is the shared res­
ponsibility of both parties, but weighing a bit more heavily 
toward the supervisor in teaching the inexperienced worker.
Again the evaluation of the supervisee is shared by both, 
but lending more responsibility to the supervisor.
Case Consultation
Consultation is a one-to-one encounter; however, it 
is a voluntary encounter with the worker taking the initiative 
to schedule it as he sees the need. Consultation may also 
take place in the presence of peers, "both to benefit their 
learning and to seek their contributions." (Watson, 1973» p. 83)
This model is generally used with experienced, auton­
omously functioning workers. The focus of the encounters is 
case-based, end it is the responsibility of the worker to be 
fully prepared and to provide adequate background information 
to the consultant in order to effectively discuss the issues.
The final decision-making rests with the worker. The
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consultant is not responsible for case accountability, eval­
uation, or linkage to the rest of the agency. The value of 
the consultation derives, in large measure, from the worker's 
freedom to use it at his discretion.
Supervisory Group
The supervisory group consists of a "designated super­
visor and a group of supervisees." For this model to be 
most effective, "the workers in the group should not be too 
diverse in their levels of training or experience." (Watson, 
1973, p. 84)
Such groups meet regularly, and the agenda is generally 
determined by the supervisor. Each worker is responsible for 
decision-making and is directly accountable to the supervisor. 
The supervisor is responsible for evaluations which are done 
on a one-to-one basis.
Teaching is implemented through the means of case 
discussions which provide direct help to the worker involved 
and act as instruments in illustrating and discussing social 
work skills and knowledge. This system, like the tutorial 
method, is most effective with inexperienced workers, 
especially if there are several of them.
Peer Group Supervision
"In peer group supervision there is no designated 
supervisor." (Watson, 1973, p. 84) The group is composed 
of experienced workers sharing in areas of competence.
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The group selects a leader, either on a rotating basis or 
permanently, to chair the meetings.
The group determines the agenda for the meetings 
which occur on a regular basis. Group discussion is moder­
ated by the group leader. The individual worker has the 
final responsibility for decision making. He uses the group 
"as a sounding board for their ideas and as a way to enlarge 
their understanding of a case and extend the number of options 
to be considered in any situation." (Watson, 1973» P. 85)
Teaching is not a focus in peer group supervision. 
Learning is an individual matter and a by-product of the 
group process. Case accountability and evaluation is not 
the responsibility of the group.
Tandem Supervision
"Tandem supervision developed out of the peer group 
model." (Watson, 1973» P* 85) Two workers who prefer to 
function apart from the group work in collaboration with 
each other. Meetings are informal, whenever either has a 
case for consideration.
Decision making is the responsibility of the individual, 
although this leads into collaboration the longer the two 
work together. As ? result the two workers become familiar 
with each other's cases and are able to fill in while one is 
away.
Teaching is incidental to the handling of cases and 
case discussions. Tandem workers are not accountable for
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each other's performance or evaluations.
The Team
The membership of the team is varied. A team leader 
is designated, having the responsibility of "making sure 
that the team functions as a unit of service and that each 
member performs his assigned tasks." (Watson, 1973* P* 86)
An administrator who is not a member of the team, is responsible 
"for assuring that the team's service measures up to agency 
standards." (Watson, 1973, P* 86) Evaluation of team 
members is the joint responsibility of the individual worker, 
the team leader, and the administrator. The team meets on a 
regular basis, with the agenda proposed by team members in 
advance. Decision making is a team responsibility.
Summary
No one supervisory model is complete in itself. 
Feasibility of any model used is dependent upon such factors 
as the agency's functions and its role in the community, 
worker needs in personal and professional development, and 
effective rendering of service.
Making use of differential supervision would insure 
flexibility within the supervisory situation, allowing for 
supervisee needs and job circumstances. However, for the 
purposes of this study the emphasis is on the training of 
the social work student, with teaching and learning being 
important factors in the process.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
30
Techniques of Guporvision r.nd Evaluation of Performance
This section will focus on various techniques of 
supervision that can he used as aids to teaching social work 
students and also in providing a basis for a realistic and 
fairly accurate evaluation of the student's performance.
Dewey (1938). Rogers (1969), Towle (1954), Reynolds
(1965), and various other writers advocate that the learning
/
process is dependent on the relationship between the educator 
and the student and the type of learning climate created by 
the former for the latter. This assumes that it is the 
educator's responsibility to create the appropriate learning 
environment in which the student may learn from his-experiences. 
Because relationships can tend to be very subjective, due to 
the varied and complicated factors brought to the relationship 
by both the educator and the student, basing evaluation on 
the relationship alone is not sufficient, as supported 
also by the above writers.
Evaluation
is a process of applying systematic procedures to 
determine with reliability and validity the extent 
to which the worker is achieving the requirements 
of his position in the agency [land the schoolH 
Pn evaluation should be a judgment based on clearly 
specified, realistic, and achievable criteria ref­
lecting agency Land schoo^ standards. It is job 
related and time limited. It is concerned with 
both the quality of performance and the quality of 
accomplishment. (Kadushin, 1976, p. 272)
In reviewing the literature it was impressive to 
note the various supervision techniques used and advocated 
by the various authors.^
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In a survey done by Blackey (1950), the latter 
discovered that the use of tape recording was an excellent 
aid to teaching, and clients were quite willing to participate 
in the process.
Some of the advantages discovered by the use of 
such a teaching aid are 1) the elimination of any psychological 
temptations, conscious or unconscious, which operate in the 
preparation of writing case records for the supervisor to 
create a "rosy picture"; 2) making possible the evaluation 
of such important elements as inflection of voice (of both 
worker and client), pauses, pronunciation, and emotional 
overtones; 3) provision of a more realistic basis for the 
student and the supervisor with a critical study of inter­
viewing techniques and the treatment process; and 4) the 
utilization of a taped interview as a teaching aid accompanied 
by a transcript of the tape. This provides the student with a 
model and example of practice. Tape recording could also be 
used for purposes of taping the supervisory sessions as a 
means for both the student and the supervisor to analyze 
and improve supervisory techniques.
Crawford (1971) and St. John (1975) advocate the use 
of charts in student supervision as a means and an aid to 
allow the student and the supervisor to identify the student's 
weaknesses and strengths and to set appropriate goals in the 
learning process.
Another technique which can be used is the practice 
of joint-interviewing with student and supervisor participation.
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or supervisor observation of the student-client interview, 
either directly in the interview or through a one way screen. 
(Leader, 1968; Sherman, 1968; Kadushin, 1956; Glicken, 1970; 
Ryan et al, 1964; Kohn, 1971; and Wells, 1971)
The primary purpose of such a technique is to teach 
treatment techniques through demonstration and practical ap­
plication. The parallels of such a technique are used by 
such professions as law, medicine, psychiatry, and psychology.
The joint interview is more feasible when two or
more clients are interviewed together.
With families and couples, the treatment medium is 
not so much the casework relationship as the inter­
actional process between the clients that is generated 
in the interview. In multiple-client interviewing 
the case worker serves more as a catalyst than as a 
direct agent of change, and the presence of more 
than one worker does not materially alter this 
function. (Ryan et al, p. 472, 1964)
Some advantages of the joint-interview approach are 
1) "it enables the student and the supervisor to appraise 
the interview process more fully" and provides the student 
the opportunity to learn by doing; 2) the "treatment often 
progresses more rapidly and more overtly through the two 
worker approach than it might through the student's efforts 
alone," Also as à consequence of experiencing positive 
results the student experiences satisfaction in his work and 
consequently gains in self-confidence; 3) it affords the 
supervisor and the student "the opportunity to explore the 
dynamics of a case based on common experience"; and 4) 
it "permits both the student and the supervisor to perceive
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and interpret the nonverbal communication in interviews that 
is so vital a component of the casework process but not 
easily recorded", such as facial expressions, etc. (Ryan 
et al, 1964, p. 4?3)
In making use of these techniques many factors need 
to be taken into consideration in order to insure feasibility 
of practice. First, these techniques are time consuming and 
very demanding of the supervisor. Second, the effectiveness 
of such teaching aids is dependent on the student-supervisory 
relationship. Such methods involve risk taking on both the 
student and the supervisor's part in terms of both exposing 
themselves as to how they perform and function particularly 
in client interviews. The supervisor needs to have the con­
fidence in his own competence as a professional stemming 
from experience and knowledge and also to feel secure in the 
realization of the possibility of learning from his students. 
Such risk taking can only be encouraged and supported in a 
relationship based on trust, respect, and confidence between 
the student and the supervisor.
Evaluations are an essential component of the learning 
process. • (Hendricks, 1958) They aid in motivating, direct­
ing, and integrating learning. The student is "stimulated 
to learn and change in order to achieve a good evaluation." 
Evaluations help "direct learning", and to make learning a 
conscious process; and they help set "the pattern for self- 
evaluation by the supervisee." (Kadushin, 1976, p. 274)
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making use of various methods and techniques as teaching 
aids, the supervisor lays the basis for concrete and 
specific information with which to evaluate accurately the 
quality and quantity of the student's performance.
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Developing Self-Awareness in the Student
The subject of self-âwàreness and the role it plays 
in supervision deserves special mention. Too often the con­
cept of self-awareness is misunderstood and distorted in the 
importance it plays in the professional, or for that matter 
personal, development of the student. Nathanson defines 
self-awareness as:
the capacity of an individual to perceive his responses 
to other persons and situations realistically, and to 
understand how others view him. It conveys the ability 
to stand up to one’s feelings. Implicitly, it means 
the ability to use professional knowledge appropriately 
and to distinguish the appropriateness of one's own 
affect. (1962, pp. 32-33)
In linking student development of self-awareness to -super­
vision, the common misinterpretation is that supervision 
becomes therapeutic rather than educational. Far from it, 
because in order for the student to learn what is therapeutic, 
he must be aware of how he uses himself in the therapeutic 
situation. ■
To use himself effectively, the therapist must under­
stand himself--his motives, conflicts, and the anxiety 
that is activated v/hen he approaches conflict in his 
clients. (Meuller et al, 1972, p. 5)
Such authors as Nathanson (1962), Hamilton (1954), 
Gossabard (1-954), and Foeckler (1970) attest to this.
Because the supervisory relationship plays such an 
important part in the developing of the student's pro­
fessional and emotional learning, the supervisor can play an 
important role as a catalyst in the development of the 
student's self-awareness. (Hester, 1951, Bloom, 1958)
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Social work learning is very intellectually and 
emotionally demanding for the student, thereby making the , 
development of self-awareness an essential requisite in 
education for the profession. Because professional training 
requires the full use of one's self, the question of self- 
awareness is tied in with knowledge of personality and 
behaviour, including one's own. (Nathanson, 1962; Hamilton, 
1954)
The person who is to be helpful to others must work 
out enough of his own inner conflicts to be at peace 
with himself and must recognize to some extent how 
his own problems may interfere with his ability to 
help others. (Hamilton, 1954, p. 372)
Learning involves change, which involves the risking 
of self. This can lead to the creation of anxiety and a 
sense of fear and insecurity in the student. The student's 
self-concept in the initial stages of learning can be used 
as a guide and framework for the supervisor to formulate an 
educational diagnosis, so as to better identify and specify 
the learning patterns of the student and those areas in 
which he needs the most help and direction from the super­
visor.
Self-awareness is by no means an end goal, but a by­
product of the educational process. However, it is dependent 
on the quality of the supervisory relationship. If the super­
visory relationship is based on mutual trust and respect, 
the student can grow and develop professionally and emotionally 
in a learning atmosphere which allows for freedom of expression 
and ventilation and which fosters acceptance and the maintenance
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of the student's integrity.
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Research Done on Student Supervision
Research in social work in the area of supervision 
and student training is very scarce and limited. In review­
ing the.literature it was found that psychology has researched 
this subject extensively, while only one such study was found 
in the field of social work. The writer feels that the 
social work profession can learn much from psychology and 
for this reason this section will be devoted to the research 
done in psychology and in social work.
Studies on the supervisory relationship and student 
training have been conducted in the field of psychology by 
Truax et al (1964); Payne et al (1968); Berenson et .al (1966); 
Pierce et al (1970); and Wolf.
These studies were conducted on the assumption that 
counselor traits such as empathy, positive regard, genuineness, 
and concreteness were important factors in facilitating the 
therapeutic process and client 'growth. The studies mentioned 
above confirm this. Since the supervisory relationship was 
seen as a medium for student growth and professional develop­
ment, this assumption was carried further, stating that these 
facilitative traits were essential in the training of the 
student. Therefore, if the supervisor possessed the f a c u ­
ltative traits of empathy, positive regard, genuineness, and 
concreteness the student would l e a m  and develop to his 
fullest potential.
Pierce et al describe the high-functioning supervisor
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as one who
accurately understands the other person's deepest 
feelings (empathy); cares deeply and recognizes 
the potential of the other person (regard); is 
freely and deeply himself in a non exploitive 
relationship (genuineness); is helpful in guiding 
the discussion directly and completely to specific 
feelings and experiences (concreteness).
In contrast, the low functioning supervisor 
appears to be completely unaware of even the most 
apparent feelings of the other person; does not 
see the other person's potential as a creative 
human being; is not able to verbalize his true 
experience (or when he does so is not able to use 
them effectively); discusses everything at an ab­
stract and intellectualized level. (1970, p. 211)
This description would apply also in the student-client
relationship.
The results of these studies showed that high-functioning 
supervisors contributed more to change and personal and pro­
fessional growth in their students. The low-functioning 
supervisors either had no effect on the student's personal 
and professional growth, or the effects were regressive.
The implications of such studies would indicate that 
although the student training should lead to improvement of 
therapeutic skills, this is not always so. The supervisory 
relationship has a great impact on student learning, training,' 
and development whether it be for better or worse.
In addition to the studies done in the field of
psychology, the writer came across a study done by Sheldon
, \
Rose (1965) on how social work students view their supervision. 
Rose's assumption is that the intensity of the student's dis­
satisfactions and critical comments in regard to supervision 
are largely dependent on the phase of learning. The subjects
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used in the study were 122 students of the second, third,
and fourth year classes of the'Social Academy in Amsterdam
and 21 students of an advanced course in social work. Rose's
contention is that because of the learning demands placed
on the beginning student, the responsibility for acceptance
of his inadequacies in dealing with the human relations
problems experienced is projected onto the supervisor, "who
is the chief "demander" and who, in general, is the person
whom he experiences as denying him "direct" answers to his
questions." Therefore it is to be expected that "students
in their early years of training would be far more critical
of their supervisors than students near completion of their
training." (1965» p. 91)
The results of his study supported this assumption;
however, there were also factors to indicate that intensity
of criticism could also be dependent on quality of supervision,
or that there are
individual differences in critical inclination that 
may cause one student to be more critical than 
another even when the object of criticism and the 
surrounding conditions are similar. (Rose, 1965, 
p. 96)
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Summary
In summary then, two main themes seem to pervade the 
literature concerning supervision of psychoanalysts, social 
workers, and students in these fields. These two main themeà 
run throughout the writings of■Carl Rogers and Charlotte 
Towle as well as many others who would be classified as 
following the integrative model of teaching and supervision. 
These two main themes are 1) the emphasis upon the importance 
of supervision in the training of the student to become a 
competent practitioner, and 2) the emphasis upon the relation­
ship between supervisor and supervisee.
The many studies cited previously in the review of 
the literature stress the quality of the supervisor-supervisee 
relationship. The supervisor's sensitivity to the supervisee's 
personal and educational needs will in large measure determine 
how growth-producing the supervisory experience will be for 
the supervisee. Needless to say then, the review of the 
literature also indicates that supervision is a key variable 
in the production of "competent" practitioners. It is logical 
to assume then that the quality of this supervision will be 
directly related to the degree of "competence" or more ac­
curately the supervisee's "perceived competence" of himself 
as a beginning practitioner.
Having thus in the review of the literature given an 
overview of those factors which contribute to "good" quality 
supervision, it will be the task of this research project to
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determine how closely the supervision received by social work 
students in the School of Social Work at the University of 
Windsor approximates these factors. Before doing this, 
however, an explanation of the research design, development 
of the questionnaire, and data analysis methods which were 
used in this research project will be given. These then, 
beginning with the research design, will comprise the next 
few sections of this thesis.
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RESEARCH METHOD AND DESIGN
The research design constitutes the blueprint for 
'the collection, measurement, and analysis of data. It aids 
in the allocation of limited resources by posing crucial 
questions ; Is the blueprint to include experiments, interviews, 
observations, the analysis of records, questionnaires, sim­
ulation, or some combination of these techniques? Are the 
methods of data collection and the research situation to be 
highly structured? Is an intensive study of a small sample 
more effective than a less intensive study of a larger 
sample? Should the analysis be primarily quantitative or 
qualitative? These questions aid the researcher in formulating 
in concrete terms the method by which he will conduct his 
study.
The research design, then, is best,defined as the' 
logical strategy of the study. It deals with the concrete 
plan developed to answer a question, describe a situation, 
or test a hypothesis; that is, it deals with the rationale 
by which a specific set of procedures, which includes both 
data analysis and data collection, is expected to meet the ■“ 
particular requirements of the study. = "
There are three major types of research design set
. 43
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forth by Tripodi et al. (I969) These are 1) the exploratory 
design, whose major objective is theory development; 2) 
the experimental design, which is one in which a study is 
made of the relationship between two sets of variables gen­
erally described as the independent and dependent variables, 
or the "causes" and the "effects"; and 3) the quantitative 
descriptive design, which has the aim of assessing or de­
lineating the characteristics of a population or situation, 
and which is not concerned with developing theory except 
indirectly.
Purpose
The purpose of this research project was to evaluate 
the quality of supervision provided social work students at 
the University of Windsor, as perceived by the students and what, 
association this has with their perceived sense of readiness 
to enter the professional field. Since there has been so 
little research done in this area, as indicated by the 
review of the literature, this project focused on how students 
perceived their supervision in order to develop questions for 
future research. This was a quantitative-descriptive research 
project.
Research Questions
The following are a list of some of the questions 
which motivated the researcher to carry out this study:
1) Is adequate supervision provided students in the school of
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
45
social work? 2) How does the student perceive and feel about 
the supervision which is received? 3) Do the variables sex, 
age, and prior work experience have any significant 
association with the student's general supervisory satisfaction 
or his perceived sense of readiness to enter the social work 
profession upon graduation?
Population
A population is any defined aggregate of objects, 
persons, or events, the variables used as the basis 
for classification or measurement being specified.
A sample is any sub-aggregate drawn from the pop­
ulation. (Ferguson, 1971. p. 120)
For the purpose of this study, because it is limited
to the School of Social Work at the University of Windsor,
the population defined was the students of the fourth year
B.S.W. class and the students of the M.S.W. class. The
reason for this was because these students were the only
ones who had supervision in relation to their field practicum.
Because the total population of this group is small, the
sample chosen was the entire population defined for the
graduating year of 1976.
Development of the Questionnaire
The questionnaire (see Appendix) was an adapted and 
modified version of a questionnaire developed by Alfred 
Kadushin in one of his previous studies done in the area of 
supervision. (Kadushin, 1974)
In pretesting, the questionnaire was given to three
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social workers. The purpose of this pretest was to suggest 
changes in the questionnaire"where the wording was sometimes 
confusing, and to determine if the directions given in the 
questionnaire were clear enough.
Collection of the Data
The following format was established in administering 
the questionnaire to the B.S.W. group and the M.S.W. group.
a) The B.S.W. students were given the test during class 
time with the instruction that participation in the study 
v/as voluntary. In order to assure anonymity, respondents 
were advised not to sign their names to the questionnaires. 
They were informed, furthermore, to read the instructions on 
the first page before proceeding to fill in the answers,
and that if they required any further explanation, they were 
to ask the researcher. The purpose of the study had been 
disclosed at the onset of the class. Average time for the 
completion of the questionnaire was one-half hour, although 
some, of course, required more time, and others less time. 
Maximum time allowed was one hour.
b) The same procedure as above was used to administer 
the test to the M.S.W. group of respondents.
Method of Data Analysis
For the purposes of determining association, two 
tests were used. The first was the Chi-Square which tests 
the significance of the association between two variables.
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The second was Cramer ' sTi/T which tests the strength of 
association between two variables.
The variables which were tested using these tests of 
significance were the following: sex, age, amount of paid
social work experience, general supervisory satisfaction 
as perceived by the student, and the student's perceived 
sense of readiness to enter the professional field upon 
graduation.
The variables of sex, age, and the amount of paid 
social work experience were crosstabulated with the variables 
of general supervisory satisfaction and the student's 
perceived sense of readiness to enter the professional field 
upon graduation, in order to determine what, if any, 
association the first four variables had with the other two.
The variables general supervisory satisfaction and 
perceived sense of readiness were then tested to détermine 
the degree of significance and strength of association 
between the two variables.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
CHAPTER IV 
RESEARCH FINDINGS AND ANALYSES
This chapter will be written in two parts. Part I 
will be a descriptive and demographic summary of the sample.
Part II will consist of a data analysis, using 
crosstabulations to test 1) the relationship between the 
student's perceived sense of general supervisory satisfaction 
and the student's perceived sense of personal readiness to 
enter the field upon graduation; and 2) the relationship 
between the variables of sex, age, and the number of years 
of prior paid social work experience to the student's perceived 
sense of readiness to enter the field upon graduation, and 
the student's perceived sense of general supervisory satis­
faction.
The data was analysed by computer using the Statistical 
Package for the Social Sciences.■
Part I : Descriptive Summary of the Sample
The sample.was drawn from a total of 82 students in 
the B.S.W. and M.S.W. program at the School of Social Work 
for the graduating year of 1976. The sample consisted of 
67 students which constituted an 81^ response rate. Of those 
who responded 36 (53*8^) were females and 31 (46.2^) were
48
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males. The percentage of the sample that fell into the age 
range of 25 years or less was 58.50, and 41.60 of the sample 
fell into the age range of 26-45 years. Out of the sample,
35*40 had no prior paid social work experience, while 64.60 
had between 1-8 years of prior paid social work experience.
Supervision of the sample by agency based supervisors 
was 42.40, while 37*90 were supervised by the School of Social 
Work supervisors, and 19*70 were supervised by both.
The percentage of students still feeling the need for 
supervision after graduating was 57*60, and 93*80 felt they 
could demand it if it was not provided.
The percentage of students who identified themselves 
as students within their agency settings was 50.80, while the 
remaining 49.20 identified themselves as functioning professional 
social workers within their agency settings.
From the total number of supervisors 89.60 had an.
' -I
M.S.W., 3*10 had a B.S.W., one a B.A., one a D.S.W., and one 
had a degree in a related field of practice (a psychiatric 
nurse).
In response to the mode of supervision used 77*60 of 
the students received individual supervision, 19*40 received 
group supervision, and 30 received both.
In reaction to the amount of the supervisory time 
made available, 90 found it to be excessive, 77*60 found it 
to be just right, and 13*40 found it to be limited.
When asked as to whom the student would turn to in 
obtaining help for client and job problems, 65*20 stated
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they would turn to their supervisor while 34.80 would turn 
to some other source, such as peers, other agency social 
workers etc., for assistance.
When asked why the student would follow the super­
visor's advice or suggestions, 81.80 stated they would because 
they respected their supervisor's judgement and expertise, 
while 18.20 were compelled more by the authority and the 
evaluation powers attributed to the supervisor by his role 
and position.
In Table I in which the importance of supervisory 
functions is shown, students perceived the following as 
being the three most important functions: 1) teaching the
casework aspects of the job (72.80); 2) teaching the'
administrative aspects of the job (61.10); and 3) holding 
evaluation conferences with the supervisee (61.10).
The least important functions stated were 1) reading 
and reviewing case records for assignment (47.80); 2) co­
ordinating the supervisee's work (33.80); 3) acting as a
liason to the administration for the supervisee (35.80); 
and 4) checking and sanctioning the supervisee's decisions 
about such things as job performance (29.80). It is important 
to note, however, that these responses are based solely on 
the student's perception, which could differ from that of 
the School of Social Work.
In addition to the eleven functions which were 
presented for rating in the questionnaire, an open-ended 
question was also included. In response to this, additional
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TAPLK I
Tim irPCRTAHCK OF mtr'^VinORY FimCTTmil AC PFRCETVED I’Y THE CTHDENT 
ITIUSTHATED V:Y rXECENTAEES
• Degree of Importance
ir,os t-r:iirly
Function important important unimportant
1. Teaching the casework aspects 
of the job, (a)
72.8 21.2 6.0
2. Teaching the administrative 
aspects of the job.
61.1 29.9 9.0
3. ■Holding evaluation conferences 
with the supervisee.
61.1 29.9 ■ 9.0
h. Helping a supervisee with moral 
problems related to the job.
55.2 32.8 12.0
5. Case consultating, analysis, and 
planning of client contact.
49.2 37.3 13.5
6. Reading and reviewing case records 
for supervision.
49.2 28.4 22.4
7. Reading and reviewing case records 
for assignment.
47.8 16.4 35.8
8. Holding and planning training 
sessions with the supervisee.
46.2 25.4 28.4
9. Acting as a liason to the admini­
stration for the supervisee.
35.8 29.9 34.3
10. Co-ordinating the supervisee’s 
work.
35.8 26.9 37.3
11. Checking and sanctioning the 
supervisee's decisions le.: job 
performance.
29.8 41.8 28.4
n-67
(a)n-66
.
TABIB II
THE IMPORTANCE OF SUPERVISORY OBJECTIVES AS PERCEIVED BY THE STUDENTS 
ILLUSTRATED BY PERCENTAGES
Degree of Importance
Objective
most-fairly 
important important unimportant
1. The professional development 
of the supervisee.
88.0 9.0 3.0
2. The personal development of 
the supervisee, (a)
69.7 21.2 9.1
3. Assuring client service, (a) 63.6 27.3 9.1
4. Assuring client safety, (a) 56.0 33.3 10.7
5. Assuring that the agency policy 
is adhered to. (a)
24.2 54.5 21.3 !
6. Accountability for public* 
funds, (a)
15.2 30.3 54.5
?. Maintaining the agency image in 
the community, (a)
10.6 36.4 53.0 i
n-6?
(a)^ .6â
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supervisory functions which were listed by some students as 
being very important were 1) helping the supervisee to be 
aware of the process between himself and the client; 2) 
stimulating ideas about approaches to cases by discussion; 
and 3) providing support to the supervisee.
In Table II the importance of supervisory objectives 
is shown. The following were chosen as the three most
important: 1) the professional development of the supervisee
(88,00), 2) the personal development of the supervisee (69.70),
and 3) assuring client service (63.60),
The two least important objectives of supervision 
were seen as 1) maintaining the agency image within the com­
munity (10.60), and 2) accountability for public funds (15.20).
In response to an additional open-ended question 
which requested further comments by students regarding ob­
jectives of supervision, the following were seen as being
important: 1) to provide within the agency opportunities in
which the supervisee can learn to work with other professionals* 
and 2) to insure that the supervisee is working towards 
greater potential.
In both Table III, which shows supervisory satisfactions 
and dissatisfactions, and Table IV, which describes the super­
visory relationships, the results are very positive. Although 
the percentage is not noticeably high, the overall pattern 
of the results indicates that students saw their supervisory 
experience as being a positive one. The emphasis falls on 
the supervisory relationship, with it being shown as a
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constructive, supportive one.
Table V and Table VI show the degree of supervisory 
assistance in the areas of theory knowledge, practice skills, 
and personal growth, and the student's degree of confidence 
in these areas.
Only 50.00 of the students saw their supervisors as 
being helpful in developing personal growth, whereas 81,80 . 
of the students felt confident in the area.
In developing practice skills 60.60 saw their super­
visors as being helpful, yet 74.20 felt confident in this 
area, .
In response to the question of what approach, in 
supervision students saw as being more effective, 500 chose 
the one where the supervisory focus is on the development 
of the supervisee's self-understanding, self-awareness, and 
emotional growth, with the supervisee bearing the principal 
responsibility for what he wants to learn. The supervisory 
approach focusing on developing the professional skills of 
the supervisee, with supervision being a didactic, educational 
experience, and the supervisor bearing the principal res­
ponsibility for determining what is taught, received a 
response of 23.50. The remaining 26.50 chose a combination 
of the two approaches.
In Table VII which shows the criteria used for 
evaluating the student, the main emphasis for evaluations 
fell on verbal reports (87.60), with the student's written
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TABLE III
SUPERVISORY SATISFACTIONS AND DISSATISFACTIONS AS PERCEIVED AND 
EXPERIENCED BY THE STUDENT, ILLUSTRATED BY PEKCENTACSS
Satisfactions And Very-Fairly 
Dissatisfactions Characteristic Characteristic Uncharacteristic
1. Supervisor helpful towards 
supervisee's professional 
development.
65.7 19.4 14.9
2. Supervisor helpful with
supervisee's client problems.
64.2 23.9 11.9
3. The supervisor gives critical 
feedback to the supervisee 
re: his job performance.
53.8 22.4 23.9
4. Supervisor helpful towards 
supervisee's personal 
development.
50.8 19.4 29.8
5- Supervisor provides emotional 
support.
49.3 28.4 22.3
6.. Supervisor encourages thinking 
about theory and practice on 
the supervisee's part.
46.3 28.4 25.3
7. Supervisor shows appreciation 
of the supervisee's work, (b)
35.4 32.3 32.3
8. Supervisor provides sense of 
belonging for supervisee within 
the agency, (b)
30.8 32.3 36.9
9. Supervisor acts as administrative 
resource, (a)
27.2 31.8 40.9
10. The supervisor is not helpful 
in decision making ret job 
related problems.
13.5 9,0 77.6 > 1
11. The supervisor is too passive, 
(c)
12.5 17.2 70.3
12. The supervisor gets too involved 
in the supervisee's personal 
problems.
7.5 6.0 86.5
13. The supervisor is
controlling and dominant.
4.5
:
9.0 86.5
14. The supervisor is too 
authoritative, (a)
1.5 21.2 77.3
n-67
(a)n»6o
SSs:lf
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TABLE IV
TUE SUPERVISCRY REIATICNSHir A3 EXPERIEKCED AND RERGEIVED EY THE STUDENT
II.1U3TKATED EY TEBCENTAGES
Very-Fairly
Characteristic Characteristic Uncharacteristic
1. The supervisor has a
good theory and practice 
knowledge.
73.2 19.4 7.4
2. The supervisor is
trusting and has faith in 
the supervisee.
68.7 23.9 7.4
3. The supervisor is himself 
a competent social worker.
67.2 13.4 19.4
4. The supervisor shares his 
personal experiences with 
the supervisee, (a)
66.2 18.5 15.3
5. The supervisor provides an 
atmosphere for an open 
relationship between self 
and the supervisee, (b)
63.7 24.2 12.1
6. The supervisor gives a 
constructive evaluation.
62.7 19.4 17.9
7. The supervisor is himself 
confident in his own abili­
ties. (b)
62.1 25.8 12.1
8, The supervisor encourages
the supervisee's initiative.
58.2 22.4 19.4
9. The supervisor allows the 
supervisee to make his own 
mistakes, (b)
57.6 39.4 ■ 3.0 : : : ■ ,j' 
: .1
10. The supervisor is percep­
tive of the supervisee's 
experiences and how they 
affect him. (a)
55.4 21.5 23.1
11. The supervisor accepts the 
supervisee's ability and 
follows through on the 
supervisee's suggestions, 
(a)
53.8 33.8 12.4
12. The supervisor is 
sensitive to the 
supervisee's learning 
needs, (b)
50.0 27.3 22.7
13, The supervisor helps the 
supervisee to apply 
theoretical concepts to 
practice. — ■ . .
47.7 25.9 25.4
14. The supervisor is honest 
and supportive of the 
supervisee, (a)
46.3 32.8 20.9
15. The supervisor can admit
an inability to be helpful, 
(b)
37.9 39.4 22.7
16. The supervisor maximizes
learning for the supervisee, 
(b)
36.3 30.0 33.3
17, The supervisor cannot com­
municate the knowledge and. 
skill he possesses. Ta)
13.9 18.5 67.6
18, The supervisor is not reli­
able in following through 
on promises made to super- 
viseo. (b)
15.4 12.2 72.4
n-67
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TAEI.K V
STUDENT'S I'KRCKrnON OF SUPERVISORY ASSISTANCE RECEIVED IN AREAS OP 
TIIECKY KNCA'IEDSE, 1 FACTICE S K Il.IS , PERSONAL GROWTH 
lU lT .ti'A T E D  LY I'ERCENTASES
Areas of Assistance
Extremoly- 
Fairly Helpful Helpful
Somewhat- 
Not Helpful
1. Supervisor helpful in 
developing practice skills.
60.6 15,2 24.2
2. Supervisor helpful in 
gaining theory knowledge.
50.0 22.7 27.3
3. Supervisor helpful in personal 
growth.
50.0 16.7 33.3
n-66
TABLE VI
DEGREE OF STUDENT"S PERCEIVED CONFIDENCE IN AREAS OF THEORY KNOWLEDGE, 
PRACTICE SKILLS, PERSONAL GROWTH 
ILLUSTRATED BY PERCENTAGES
Extremely-
Fairly
Knowledgeable Knowledgeable
Somewhat-Not
Knowledgeable
1. Supervisee's confidence 
in personal growth and 
self-awareness.
81.8 15.2 3.0
2;. Supervisee's confidence 
in practice skills.
74.2 21.2 4.5
3. Supervisee's confidence 
in his theory knowledge.
60.6 33.3 6.0
1 6^6 -
TABLE VII ■ ■ i
CRITERIA USED FOR STUDENT EVALUATION AS PERCEIVED BY THE 
ILLUSTRATED BY PERCENTAGES
STUDENT
Criteria Frequency of Use of Criteria
always- 
frequently occasionally rarely never
1. The supervisee's verbal reports, 
(a)
87.6 6.2 3.1 3.1
2. The supervisee's written case 
records, (a)
52.3 21.5 15.4 10.8
3. The supervisee's job correspondence, (b)
44.4 22.2 14.4 19.0
4. The supervisee's tape record­
ings of client interviews, (a)
18.5 18.5 1.5 61.5
5. The supervisee's activity in group supervisory meetings, (a)
18.4 24.6 6.2 50.8
6. The supervisee's activity in 
staff meetings.(a)
15.3 24.6 9.3 50.8
7. Informal contacts with supervisee 15.3 (le. lunch, coffee breaks etc.) (a)
27.7 13.8 43.2
8. The supervisor's contact with 
agency and other community 
agencies personnel.
10.9 28.1 21.9 39.1
9. The supervisor's contact with the 3.1 supervisee's clients.
7.8 14.1 75.0
10. Joint Interviewing of clients by 
both the supervisee and the 
supervisor, (a)
3.1 7.7 6.2 83.0
11. Videotaping of supervisee- 
clicnt interviewa, (a)
1.5 1.5 9.2 87.8
12. Use of one-way observation 
mirror of supervisor observing 
Bupervioae-cliont interview, •
0 1.5 0 98.5
n.6?
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case records coming second (52.30). There is very little 
use made of such methods as tape-recording (18.50), 'joint- 
interviewing (3.10), video-taping (1.50), or one-way observation 
screens (00).
The fact that verbal reporting of the supervisee was 
heavily relied on for evaluation purposes might account for 
the reason why only 60.60 of the students found their super­
visors helpful in developing practice skills, and only 500 
found their supervisors helpful in developing their theory 
knowledge, and personal growth. This could also account for 
the reason why only 74,20 of the students felt fairly con­
fident in their practice skills and only 60.60 felt .fairly 
confident in their theory knowledge.
In response to the open-ended question included along 
with the twelve criteria used for evaluations, several students 
made the following comments; 1) the supervisee is unclear 
as to exactly how he is being evaluated, 2) information 
given in team meetings and progress reports on work with 
clients is used, and 3) the supervisee is co-therapist with 
the supervisor in a therapeutic group.
In summary, then, the overall results show a positive 
trend, although not a high one, as reflected in the response 
to the question on general supervisory satisfaction where 
only 67,20 of the students were fairly to extremely satisfied. 
The results emphasize the supervisory relationship, which is 
experienced as a constructive and supportive one by the 
student.
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Part II ; The Relationship of Supervision to the Student's 
Sense of Readiness to Enter Practice
At the onset of this study, it was hypothesized that 
students who perceive their supervision as being a positive 
experience will also perceive themselves as being more ready 
to enter the field upon graduating than those who did not.
Other relevant variables which could affect either the per­
ception of the supervisory experience or the perceived sense 
of readiness to enter the field were also being considered.
These were sex, age, and amount of prior paid work experience in 
the social work field. As a result, each of these variables was 
crosstabulated with satisfaction with the supervisory experience 
and personal sense of readiness, using the Cramer's^iT to test 
the strength of the associations and Chi-Square to test for 
significance of association. The confidence level chosen was .05.
Utilizing these two statistical tests, then, the con­
sistent pattern which resulted from all of these crosstabulations 
was one showing a small degree of association, with the ex­
ception of Table IX which produced significant results. In 
Table VIII, when the.variable sex was crosstabulated with 
sense of satisfaction with the supervisory experience, the 
Chi Square score was 4.51, with 3 degrees of freedom. With 
P^ .05, the results were not significant. However, in Table 
IX in the crosstabulation involving sex and perceived sense 
of readiness to enter the field, the Chi Square score was 
6,17 with 2 degrees of freedom. The results show P 05
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TADIE Vlli
STUDENT'S PERCEPTION OF GENERAL SUPERVISORY SATISFACTION EY SEX 
ILLUSTRATED BY PERCENTAGES
Sex
Extremely
Satisfied
Fairly
Satisfied
Half Satisfied 
Half Dissatisfied Dissatisfied n
Female 42.9 20.0 11.4 25.7 35
Kale 33.3 43.3 10.0 13.4 30
~K?-U.51, ^ - 3, P ns 
3C-.26
TABLE IX
STUDENT'S PERSONAL SENSE OF READINESS TO ASSUME A SOCIAL WORK POSITION UPON 
GRADUATION EY SEX, ILLUSTRATED BY PERCENTAGES
Very Fairly Well Prepared-
Sex Prepared Prepared Unprepared a
Female 22.9 45.7 31.4 35
Male 46.7 43.3 10.0 30
■X-2.6.17, df-2, £<’.05 
•\T-.31
TABLE X
STUDENT'S PERCEPTION OF GENERAL SUPERVISORY SATISFACTION BY AGE 
ILLUSTRATED BY PERCENTAGES
Age
Extremely
Satisfied
Fairly
Satisfied
Half Satisfied 
Half Dissatisfied Dissatisfied a
0-25 yrs. 44 .7 23.7 13.2 18.4 38
26-30 yrs. 29.4 41.2 5.9 23.6 17
31-45 yrs. 30.0 40.0 10.0 20.0 10
•x2_3.i7, df_6. £ ns
30".01
TABLE XI
STUDENT'S PERCEIVED SENSE OF READINESS TO ENTER THE FIELD UPON GRADUATION 
BY AGE, ILLUSTRATED BY PERCENTAGES
Age
Very
Prepared
Fairly Well 
Prepared
Prepared-
Unprepared &
0-25 yrs. 23.7 50.0 26.3 38
26-30 yrs. 47.1 41.2 11.8 17 !
31-45 yrs. 50.0 30.0 20.0 10 1
■X. 2-4.75. df-4. P ns 
IX:-. 19
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TABLE X-II
STUDENT'S ra-CEUTTOK PF GEN'UiM SUrEnviSCRY SATISFACTION BY 
rUIOR SfClAI- •«:?!' PAID EXPEDIENCE 
n.IUSTPATHD BY PEI S ENTA SES
Paid Work Extremely 
Experience Sntinfied
Fairly
Satisfied
Hair Satisfied 
Half Dissatisfied Dissatisfied Q
none 39.1 30.4 13.0 17.3 23
0-2 yrs. 46,2 26.9 3.8 23.1 26
3-11 yrs. 25.0 31.2 25.0 18.8 16
Tt-^ -5.07. «-6, P ne 
PT-.ZO
TABLE XIII
STUDENT'S PERCEIVED SENSE CP 
PRIOR PAID • 
ILLUSTRATED
READINESS TO ENTER THE FIELD BY 
WORK EXPERIENCE '
BY PERCENTAGES
Paid Work 
Experience
Very
Prepared
Fairly Well 
Prepared
Prepared-
Unprepared n
none 17.4 52.2 30.4 23
0-11 yrs. 45.2 40.5 14.3 42 —
-K-^ -5.65. d£- 
Tf-.29
2, P ns
TABLE XIV • .....
STUDENT'S PERCEIVED SENSE OF READINESS TO ENTER THE FIELD 
BY THE PERCEIVED GENERAL SUPERVISORY SATISFACTION
ILLUSTRATED BY PERCENTAGES
General Supervisory Perceived Sense of Readiness .
Satisfaction ■ Very 
Prepared
Fairly Well 
Prepared
Prepared-
Unprepared n '■ V/ ' :
Extremely Satisfied 40.0 48.0 12.0 25
Fairly Satisfied 25.0 60.0 15.0 20
Half Satisfied 25.0 37.5 37.5 8 ■Half Dissatisfied . -
Dissatisfied 46.2 15.3 38.5 13 1' : /
"X-2-9.39. df-6 
V-.27
. P ns
: ' '.ft t . ■
.
■
\
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indicating that the sex of the student does affect his perceived 
sense of readiness to enter the field. Further, in utilizing 
the Cramer's'NT test for strength of association, a score of 
.31 was obtained, showing that the strength of the association 
was low.
In Table X and XI the variables age by sense of sat­
isfaction with the supervisory relationship, and age by per­
ceived sense of readiness to enter the field, showed low 
scores. That is, scores on both the Cramer'sl^ and Chi Square 
tests were not significant.
The Chi Square test for these two crosstabulations 
showed scores of 3.17 with 6 degrees of freedom, and 4,75 with 
4 degrees of freedom respectively. With P ’^ .05 the results 
were not significant.
The variables paid work experience by supervisory 
satisfaction and paid work experience by perceived sense of 
readiness to enter the field, follows the pattern of no 
significant association. Tables XII and XIII show that the 
Chi Square scores for the two crosstabulations were respect­
ively 5.07 with 6 degrees of freedom, and 5*65 with 2 degrees 
of freedom, which show both to be not significant.
It seemed surprising to the researcher that the 
variable paid work experience when crosstabulated with the 
variable perceived sense of readiness showed no significant
results. However, when the data was reanalyzed and Table 
XIII was collapsed further the "X- obtained was 5«04 with 
1 degree of freedom. With p<[,05, the results were
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significant.
Lastly then, the researcher will present an analysis 
of the data pertaining to the crosstabulations involving 
the variables satisfaction with the supervisory relationship 
and perceived sense of readiness to enter the field of social 
work upon graduation found in Table XIV,
In analyzing the crosstabulations, a similar pattern 
to previous results was revealed: namely, no significant
association, as relfected through Chi Square and Cramer's ~V~ 
tests.
The Chi Square test with a score of.9.39 with 6 
degrees of freedom was obtained. With P^.05, the results 
were not significant.
In summary the results of the data analysis have 
shown, using both the Chi Square test for significance of 
association and the Cramer's^test for strength of association, 
that the variables age, and paid experience had no significant 
effect upon either satisfaction with the supervisory experience' 
or personal sense of readiness. The variable sex proved to 
be the exception, showing a significant association with the 
variable, perceived sense of readiness to enter the field, and 
no significant association with the variable, satisfaction with 
the supervisory experience,
lastly, there was no significant association between
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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the variables satisfaction with the supervisory experience, 
and perceived sense of readiness to enter the field on the 
part of graduating social work students, as measured in this 
study.
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CHAPTER V '
SUMMARY AND RECOMMENDATIONS
The purpose of this research project was to describe 
the quality of supervision provided social work students at 
the University of Windsor, (as perceived by the students) 
and what, if any, association this had with their perceived 
sense of readiness to enter the professional field upon graduation.
The review of the literature was conducted go gain 
familiarity with various learning models and approaches of 
student supervision.
The study was a quantitative-descriptive one. The 
data was collected by distributing questionnaires to the 4th 
year B.S.W. students and M.S.W. students at the University of 
Windsor. The total number of respondents was 67.
The data collected was centered on obtaining answers 
to the following research questionss ,
a) Do students perceive the supervision provided in the 
School of Social Work as being adequate?
b) How do students perceive and feel about the supervision 
which is received?
c) Does sex, age, and prior paid social work experience 
have any significant relationship to the student's 
general sense of supervisory satisfaction and his
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perceived sense of readiness to enter the field upon 
graduation? • ’ '
The Major Findings
The major findings are summarized below.
1. The main modality of supervision was found to be 
individual supervision.
2. Most supervision was provided by agency based super­
visors.
3. Most of the supervisors had an M.S.W. degree.
4. Overall the majority of students were satisfied with
their supervisory experience.
5. The three most important functions of supervision
were seen by the students as being 1) teaching the
casework aspect of the job, 2) teaching the admin­
istrative aspects of the job, 3) holding evaluation 
conferences with the supervisees.
6. The three most important objectives of supervision
were seen by the student to be 1) the professional
development of the supervisee, 2) the personal
development of the supervisee, and 3) assuring
client service.
7.. The percentage of students which found their supervisors 
to be most helpful in developing practice skills was 
6o,6?S, while 5^% found their supervisors helpful in 
gaining theory knowledge and in developing their 
personal growth and self-awareness.
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8. The percentage of students who felt confident in their 
knowledge of their own personal growth and self- 
awareness was 81.8^, and felt confident in 
their practice skills. Only 60.6^ felt confident
in their theory knowledge.
9. Most students chose the supervisee-oriented approach 
to supervision.
10. The supervisee's verbal reports were the main criteria 
used for evaluation purposes of the student's practice 
performance.
11. The variable sex was found to have no significant 
association with the student's perceived general super­
visory satisfaction. However, it indicated a sig­
nificant association with his perceived sense of readi­
ness to enter the professional field upon graduation.
12. The variable age was found to have no significant 
association with either the student’s perceived general 
supervisory satisfaction or his perceived sense of 
readiness to enter the field upon graduation.
13. The variable prior paid social work experience was
- found to have no significant association with either 
the student's perceived general supervisory satisfaction 
or his perceived sense of readiness to enter the field 
upon graduation.
14. The results were found to show no significant 
association between the variables satisfaction of
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supervisory experience and perceived sense of 
readiness to enter the field.
Limitations of the Study
There were a number of limitations of the study.
The first was related to the subjective nature of 
the study. Because the results of the study are purely those 
of the students' perceptions, it is difficult to test or be 
certain of the validity of the results. It would be inter­
esting to compare this with the subjective perceptions of 
supervisors.
The second limitation was related to the sample used. 
The study concerned itself only with B.S.W. 4th year students 
and M.S.W. students from the University of Windsor. The 
findings, therefore, had to be related only to these particular 
participants and may not be generalized to a larger population 
of students from other universities. A more representative 
sample would include a cross-section of 4th year B.S.W. 
students and M.S.W. students from other universities.
The third limitation was the crudeness of the scales 
of measurement used. If the scales of measurement had been 
more refined, the results possibly might have proven more sig­
nificant. This factor should be taken into consideration in 
future studies.
The fourth limitation was related to the format and 
content of the questionnaire. One important question was 
ambiguously constructed and, as a result, the data received
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from this question could not be used. This may have provided 
some useful information in determining how important the 
education level was as a variable, and whether it had any 
significant effect on the variables general supervisory 
satisfaction and the student's perceived sense of readiness 
to enter the field.
Another limitation may have been that the respondents 
were not blind to the purpose of the research; that is, they 
were told at the onset, as the questionnaires were distributed, 
what the researcher's purpose was in conducting the research.
This may have influenced the responses received on the question­
naire, although this cannot be ascertained. -
Recommendations
Although the findings proved inconclusive, the 
researcher would recommend that further studies in this area 
be conducted. .
The researcher would, furthermore, recommend a study 
including supervisors, so that a more complete picture of 
student supervision could be obtained. By including super­
visors in such a study, information regarding their frustrations,’ 
limitations, and satisfactions could be identified.
The results of the study showed that 87.6^ of the 
students were evaluated on the basis of their verbal reports 
to the supervisor. Minimal use was made of any other means 
of evaluating the student. In evaluating the student on his 
job performance the researcher would recommend that more use
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be made of such methods as tape-recording, video-taping, one­
way observation screens, and joint-interviewing of the student 
and the supervisor. The supervisor would, therefore, have 
more concrete and specific information with which to evaluate 
the student, and also these methods would provide for more 
intensive student training.
More frequent and extensive workshops and seminars 
would be recommended for student supervisors throughout the 
school year so as to provide supervisors with a more thorough 
support system from the School of Social Work.
The researcher would also recommend that an ongoing 
process of evaluating student supervision and the field 
placement be implemented so that students, supervisors, and 
the School of Social Work alike could better identify and 
meet the student's learning needs.
The greatest limitations of this research project 
were: 1) the subjective nature of the study, and 2) the
crudeness of the measurement scales used. Further research 
in the area of student supervision should be more objective 
in nature, with a more refined, precise scale of measurement 
used. The variable, education, should also be included in 
future studies. •
When the variable paid work experience was cross­
tabulated with the variable perceived sense of readiness the 
results were not significant. However, after a closer 
examination. Table XIII was collapsed further and the data
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was reanalyzed. The results then were significant. Therefore, 
this writer would recommend that in future research 'these 
two variables should be given a more detailed analysis.
In conducting further research in this area, it is 
recommended that the objectives of supervision be re-examined, 
as there tends to be a heavy emphasis on the administrative 
role.
In accordance with the increased importance of 
evaluative research, the functions of supervision should 
flow from the objectives. At present the functions focus 
mainly on the didactic role of the supervisor. There is 
little mention made of developing the supervisee's personal 
growth. Whereas, in the objectives of supervision, the 
personal development of the supervisee was rated second highest 
in importance. _
Conclusion
The researcher began this project with the felt need 
to examine and expand on the limited amount of research done 
in the area of student supervision in the School of Social 
Work. While many limitations were evident in this study, it 
is hoped that this project might act as a catalyst in encour­
aging further research in this area, which is sadly lacking 
in the social work profession.
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APPENDIX
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SUPERVISION QUESTIONNAIRE
Geraldine Meriano Sandre 
Master's Thesis 
School of Social Work 
University of Windsor 
May, 1977
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INSTRUCTIONS
The successive sections of the questionnaire cover the follow­
ing areas. This provides you with a general outline of what 
I hope, with your help, to learn about the provision of 
supervision afforded to students in their field placement 
by the School of Social Work,
1, The context in which supervision is offered in 
your field placement,
2, The importance to you of supervisory functions,
3, Your satisfactions and dissatisfactions in 
supervision,
4, Your conception of your current supervisor.
5, Evaluation procedures in your agency.
6, Your conception of your personal sense of readiness
to assume a social work position upon graduation,
7, Some general background information.
Please ^  not sign your name nor give the name of your super­
visor or agency. This will permit me to preserve anonymity 
and confidentiality of the respondent.
As you probably are aware there are no "right" or "wrong"
answers to any of the questions which follow. The only
"right" answers to questions are those which best describe 
your situation or express your own viewpoint. Since the 
questionnaire is designed to obtain an overall picture, 
some of the answers to be checked may not Always reflect 
the subtleties of your opinions. Please answer each question 
as carefully, completely and frankly as possible.
Your participation is essential for the success of the 
study. However, if you do not wish to participate, and in 
order to preserve confidentiality, please return the question­
naire unanswered in the envelope provided.
Thank you for your cooperation.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
7h
lection ]
IN  n a ::  n z c f ic r i  \i~ t p . y ik i  t c  i.-Ar-.N a v c u t th ’ î 
CCWTC'T i t :  v r ic t i  z t i i n t v i i i c i :  in  n s ittc
Cri'SXPO IN VOUt'. ACSNCY AT THIS TINE TC SLGlAl VJOIiK 
STUDENT SUF2:VISEES.
H. r.— tho term ngcncy u^ ad throughout the questionnaire 
1:', used in tlie context of your field placement 
experioncco.
1. What in the rrlncln^ I context for your conferences with your 
social work supervlnor?
(a) Individual meetings between yourself and supervisor
 .(1)(b) Group meetings between the supervisor and a group
of supervisees ____(2)
?.. DURING ANY CNR NCNTH HCV.' OFTEN ARE IKDIVIDUAIIY SCHRDUIED 
FCRNAI NRETINGG HELD WITH YOUR SUPERVISOR. (we recognize 
that supervisors often get together with supervisees for 
brief, unscheduled, unanticipated, spontaneously arranged 
meetings. Cur concern here is with formally arranged, 
regularly scheduled meetings,)
(a) Once a month or less (1)
(b) Twice a month (2)
(c) Three times a month (1)
(d) Four times a month (4)
(e) Five times a month  (5)
(f) Six or more times a month 16)
(g) Individual supervisory
conferences are not used (?)
3. Individual, regularly scheduled conferences with your 
supervisor generally last.
(a) Half-hour or less  (1)
(b) Eetween half-hour and an
hour  _[2)
(c) An hour or longer but less.
than two hours (1)
(d) Two hours or longer (4)
4. GROUP supervisory conferences are scheduled.
(a) Once a month or less (1)
(b) Twice a month (2)
(c) Three times a month (G)
(d) Four times a month (4)
(e) Five times a month  (5)
(f) Six times a month or more (6)
(g) Group supervisory
conferences are not used (?)
5. What is your reaction to the total supervisory time available 
to you? • /
(a) It is excessive (1)
(b) It is just about right _____ (2)
(c) I do not get enough time (t)
6. If you encountered some problem in your work with your clients, 
which Clg of the following would you be NCST LIKRIY to seek 
out to help you with the problem. (We recognize that the 
response might vary with tho problem but we suppose that, in 
general, you are likely to turn to some source of help more 
frequently than others.) (Pie se check one.)
(a) A fellow social worker in the agency (1)
(b) Your peer group of agency social workers (?)
(c) Your supervisor _____(3)
(d) A non-nooinl work employee of the agency (4)
(e) A social work colleague outride the agency (S)
(f) I have no one to whom I can comfortably
turn to dincuss nueh problème (A)
(e) ether (please specify)  _______
  --------------      — _(7)
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Section
IN THIS SECTION '.YE ARE TRYING TC lEARN SOMETHING ABOUT 
YOUR ASSESSMENT OF THE REIATIVS IKFCRTAHCE T£ YCJi CF THE 
DIFFERENT FUNCTIONS SUPEFVISCRS FEFFORM.
1, Below is a list of possible functions performed by supervisors 
in their work with supervisees such us yourself. Each 
question is to be rated on a five point scale. Circle the 
number which closely describes your response.
Scale> 1 - most important
2 - fairly important 
. 3 - important
4 - fairly unimportant
5 - least important
FUNCTIONS
1. Reading and reviewing case records for assignment 
to supervisee.
2. Reading and reviewing case records in preparation 
for individual conferences.
3. Teaching the supervisee the casework aspects of 
the job— the knowledge, skills and attitudes he 
needs for effective job performance.
4. Teaching the supervisee the administrative 
aspects of the job— agency policy, procedure, 
regulations, forms, caseload management.
5. Facilitating the work of supervisees by co­
ordinating their work with others in the agency 
and arranging for the availability of clerical 
help, case aids, consultation, etc.
6 . Case consultation— analysis and planning of 
client contact with supervisees.
y .  Helping the supervisees with morale problems 
related to the job.
8. Cheeking and sanctioning supervisees decisions 
regarding clients, procedures, budgets, reports, 
etc,
9. Holding evaluation conferences with supervisees.
-10. Acting as a channel of communication from admin­
istration to supervisees and from supervisees to 
administration.
2 3' 4 '5 
2 3 4 5 
2 3 4 5 
Z 3  4 5
2 345
Z  3 4 5 
2 3 45
2 345
23 4 5
1 2 3 4 5
11. Preparing for and conducting staff meetings and
training sessions with supervisees. : 1 2 3 4  5
12. Other (please specify) ______ __________________
The following scale repre: 
to supervision. Check th: 
to your own choice of the 
you. If the A end of tho 
toward that end; if the E 
tation, check toward that 
equal combination of both 
the scale.
ents two distinctly different orientations 
point on the scale which comes closest 
most effective approach in supervision for 
scale reflects your o v m orientation, check 
end of the scale reflects your own orien- 
end. If your own orientation reflects an 
approaches, check toward the middle of
The supervisor aims at the dev­
elopment of supervisee self- 
understanding, self-awareness, 
emotional gr0wth. Supervision 
is primarily an existential ex­
perience fostering personal 
grovfth. Emphasis is on the 
worker's fcelinpn. The super­
vise has the principal res­
ponsibility for determining 
what he wants to learn. The 
focus in discussions is on the 
wav the worker dees his work, 
on his relationship! wi1.i clients
The supervisor aims at develop­
ment of the supervisees pro­
fessional skills. Supervision 
is a didactic, educational ex­
perience fostering professional 
growth. Emphasis is on the 
worker's thinking. Tho super­
visor has primary responsibility 
for determining what is tauglit. 
Tho focus in discussions is on 
the content of what the worker 
in doing, on hi.s activities 
with his clients.
f.'id
— rr
int
1--   T
ssltJen
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3. liatod below are five reasons generally given by supervisees 
when they arc "skod why they do the things their supervisors 
suggest or want them to do, V.'hich ChE reason would you be 
most likely to give in explaining why you night do something 
which the supervisor suggested you should do. (please chock 
one)
Because I like tho supervisor and v;ant to do the (1)
things he (she) thinks ought to be done.
Because the supervisor can apply pressure to (2)
enforce his (her) suggestions if they are not
carried out fully and properly.
Because I respect the supervisor's knowledge and ____(3) 
good judgement in areas in which he (she) has 
more training and experience than I.
Because the supervisor is in a good position to (4)
recommend whether I pass or fail in evaluating 
my performance.
Because the supervisor has a legitimate right, (Si
considering his (her) title and position in the 
agency, to expect that their suggestions will be 
followed.
4. listed below are some possible objectives of supervision.
Each statement is to be rated on a five point scale.
Please circle the number which most closely describes
your response.
Scale: 1 - most important
2 - fairly important
3 - important
4 - fairly unimportant
5 - least important
 _______ OBJECTIVES OF SUPERVISION______   .
1. To ensure accountability for use of public 1 2 3 4 5
funds.
2. To ensure the professional development of 1 2 3 4 5
the supervisee.
3. To ensure more complete development of the 1 2 3 4 5
supervisee as a mature person.
4. To ensure that the clients are not harmed, 1 2 3 4 5
5. To ensure that the client gets full 1 2  3 4 5
entitlement to service.
6. To ensure compliance with agency policy 1 2 3 4 5
and procedure.
7. To ensure that community image of the 1 2  3 4 5
agency is not damaged.
8. Other (please specify) _____________ 1 2 3 4 5
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Ivi.-tlpn 1
IN THIS SECTION V.'E ARE Ti’YIt.'G TC IKAPN Al'CUT TÜ7 miNCIFAL 
GATI'N'AGTiriir: and DI.GCATIGFACTIGIiC ZNCCU!:TrTED CUPiS- 
VIGEES SUCH AC YOUPCELF IN THE SUrEEVICCFY KXrF.RIKNCE.
. Pelow in a lint of ponniblo sources of satisfaction or dis­
satisfaction a suncrviscc might fool in his/her supervisory 
experience, Eoch question will be rated on r> five point 
scale. Circle the number which most closely describes your 
particular situation.
Ccaloi 1 - very characteristic
2 - fairly characteristic
3 - characteristic
4 - fairly uncharacteristic
5 - very uncharacteristic
POSSIBLE SATISFACTIONS AND DISSATISFACTIONS IN SUPERVISION
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18. 
19.
Ky supervisor helps me in my development as 
a professional social worker.
Ky supervisor helps me to grow toward greater 
maturity as a person.
My supervisor provides me with the emotional 
support I need to do my job more effectively,
Ky supervisor helps me in dealing with prob­
lems in my work with clients.
Ky supervisor provides the administrative ac­
cess to agency resources I need to help my 
clients,
Ky supervisor helps roe feel a sense of belong­
ingness in the agency.
Ky supervisor provides me with some sense of 
agency appreciation of ray work.
My supervisor provides me with the critical 
feedback that I need in order to know how I 
am doing as a social worker.
Ky supervisor provides stimulation in think­
ing about social work theory and practice.
Through supervision I share responsibility 
with, and obtain support from, somebody in 
administrative authority for different case 
decisions.
My supervisor is too controlling and dominant 
so that he (she) restricts my autonomy and 
initiative as a professional.
My supervisor tends to become too involved in 
my personal problems.
Ky supervisor is hesitant about confronting 
agency administration with the needs of his 
(her) supervisees.
My supervisor shows little real appreciation 
of the work I am doing.
My supervisor does not provide much real help 
in dealing with problems I face with my 
clients.
Ky supervisor is not sufficiently critical 
about my work, so that I don't know what I 
am doing wrong and what needs changing.
Ky supervisor does not provide enough reg­
ularly scheduled, uninterrupted conference 
time.
My supervisor tends to be capricious and 
arbitrary in the use of his (her) authority.
Ky supervisor is hesitant about making 
decisions, and taking responsibility for 
decisions, so that the total burden of case 
decisions rests with me.
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5  
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
20. Other (please specify)
1 2 3 4 5
1 2 3  4 5 
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
.... . . 
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
2. In general how satisfied do you fool with the relationship 
you now have with your supervisor?" (please check one)
I am extremely satisfied (1)
I ora fairly satisfied (2)
I fool half satisfied, half dissatisfied (3)
I am fairly dissatisfied (4)
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IN  THIG GECTTCH WG Al'K '0:11 i l G TO CRT A I ' I  G TUP: G CF ]IC‘Y VCU 
GEE THE GUi'EGVIGrr'Y RrU A T IC N G Ilir  YOU AI’.G ttXrEMENCIHO IN  
Ï01T ' AGENCY AT THE PRESENT TIM E.
-, 1. Below yen will find a ncrlon of descriptive phrnnoo concerned
with none niGnlflcnnt enpectn of supervision and tho nupor- 
• virory relationship. Review in your own mind your experience
with your current supervisor. Each statement in to be rated 
on a no-le from 1 to 5. Circle the number which moot closely 
descriter; your supervisor nnd his (her) relationship with you,
,, Sc%leI 1 - very characteristic
' 2 - fairly characteristic
- ' - characteristic
■ 4 - fairly uncharacteristic 
5 - very uncharacteristic
DESCRIPTIVE PHRASE .
1. Has a good knowledge and understanding of the 1 2  3 4 5
dynamics of human behavior both practical and 
theoretical.
  —‘ 2. Rejects and discourages disagreement with him 1 2 3 4 5
(her) by his (her) supervisees.
3. Seems ready and willing to meet with the 1 2  3 4 5 .
supervisee and shows real interest in discus- ,
sing the supervisee's work. . .
4. Is very supportive of the supervisee whether 1 2 3 4 5
or not such support is warranted by the
supervisee's work. ■
5. Is himself (herself) a technically competent 1 2 3 4 5
and efficient social worker.
6. Encourages the supervisee to experiment with 1 2 3 4 5
different approaches to the client and to
- develop their own style of social work.
7. Is interested in the supervisee's work but 1 2 3 4 5
not really interested in them as people. ’
8. Clearly and openly shares with the supervisee 1 2  3 4 5
his (her) own thinking and feelings about
what they are doing.
9. Goes to bat for his (her) supervisees with 1 2  3 4 5
the administration even if this means ' • " j
'...... trouble for him (her). R .
10. Uses his (her) own experience as a social ~ IT'S 3 .4 '5
worker to give supervisees suggestions as
to alternative ways of working with their client.: : -
11. Gives directions and instructions and, when 1 2 3 4 5 '
necessary, gives orders clearly and without
apology.
12. Understands and appreciates what the super- 1 2  3 4 5
visees’ experiences feel like to him.
13. Is strong enough so that he (she) is not in- 1 2 3 4 _5
timidated by his (her) supervisees.
14. Often does not follow through on what he (she) 1 2  3 4 5
promises to do in response to supervisee's
requests.
15. Is ready to accept and act on valid sugges- 1 2 3 4 5
tions from supervisees.
16. Knows how to structure supervisory conferences 1 2  3 4 5
so as to maximize learning.
17. Asks a lot of questions of supervisees which 1 2 3 4 5
are personal and not exactly pertinent to the
*crk. T , :
IS. At the end of a conference with him (her) 1 2 3 4 5
supervisees rarely feel that they have learned 
. anything which would be helpful to them in
' Aw: ' . their work. - ■ , - - " "
19. Can permit the supervisee to make his own 1 2 3 4 5
mistakes.
20. Creates •the kind of emotional atmosphere so his 1 2 3 4 5
(her) supervisees feel free to talk with him
- ■ ! (her) about their mistakes and failures as well . v
. i as their successes. \
21. In the event of a crisis supervisees feel that 1 2 3 4 5
they can depend on him (her) for real support
 ^ , and help. \
-, • ' 22, Is sensitive to the learning needs of his (her) 1 2  3 4 5 . •
. T'aj, supervisees.
: T ' 23. Is ready to acknowledge his (her) occasional 1 2 ]  4 5 -
i : aTja ; inability to bo helpful to supervisees, , .• : ■ T . E L . ' '
. 24. Kay know bin (her) nodal work but he (nhe) has 1 2 3 4 5'
wtniin i #'» fft-iniT n knnvflftd/rr» r»r iihlit
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25. Urunlüy understands what the ouperviseo Is 1 2 3 4 5
trying to toll him (her).
26. Ik ready to share some of his (her) own ' 1 2  3 4 5
doubts and dissatisfactions with the agency
and tho profession with the supervisees.
27. He (she) checks closely to see that super- 1 2  3 4 5
visooG are mooting agency administrative
requirements and arc following agency policy 
and procedure in their work.
28. Helps the supervisee apply theoretical eon- 1 2  3 4 5
cepts in the analysis of his practice.
29. If challenged and uncertain he (she) 1 2 3 4 5
becomes defensive.
30. Seems to trust and believe in supervisees. 1 2  3 4 5
31. Is capable of sensitively and objectively 1 2 3 4 5
evaluating the supervisee's work and of­
fering constructive, helpful suggestions.
32. Other _______________________  .. 1 2 3 4 5
Section 5
SINCE SVALCATICK IS AN IMPORTANT ASPECT OF SUPERVISION 
IfS ARE DEVOTING A SPECIAL SECTION OF THE QUESTIONNAIRE 
TC THIS. V.E ARE TRYING TO LEARN ABOUT V.UÎAT DATA FEED 
INTO EVALUATIONS, KO'.Y EVALUATION CONFERENCES ARE CON­
DUCTED AND VWAT USE IS MADE OF EVALUATIONS.
Does your supervisor hold formal, scheduled, periodic 
individual evaluation conferences with you?
Yes  __(1) No ____ (2)
If YES, how often are such If NO, how are evaluations
conferences scheduled? communicated to you?
More than twice during the As part of every individual
school year. _____ conference, ___
Twice during the school Informally as such evalua-
year. _____ tions become pertinent. _____
Less than twice during the No evaluation is communi-
school year. ____ cated. ____
Other (please specify)
2. Does the School of Social Work provide you with a formal 
outline of the specific criteria on the basis of which 
supervisees are evaluated?
Yes  ___(1) No  (2)
.3. Is the School of Social Work evaluation outline shared with 
you in advance?
Yes ____ (1) No  (2)
4. Are you asked to write or prepare your own evaluation 
statement?
Yes ____ (1) No  (2)
5. The evaluation statement is given to you in the form of...
A written report (1)
An oral report (2)
A written report supplemented
by an oral discussion j (3)
Other _____________________ (4)
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Tho follnv.‘in;: llstn dlfroroiit nourcos of data about tho 
nunorvlri'o'o porformoneo which might ponnlbiy bo ucod for 
the purpono!-, of evaluating tho wnj-k of tho raiporvlccc 
in toiTT.c of tho criteria ontabllrrhort by the School of 
Gociai Work. Plcaoo indicate tho frequency with which 
EACH of tho popcibio GCbhCEG of data i.a urod in your 
agency for the purpcnc of evaluating your work. Each 
source of data is to be rated on a five point scale. 
Circle the number which bent describes the frequency of 
use of each source of data in your particular situation.
Scale: 1 - always
2 - frequently
3 - occasionally
4 - rarely
5 - never
PCSGIEIE SOURCES OF DATA FOR WORKER EVALUATION
1. Supervisee's written case records.
2. Supervisee's verbal reports of case activity.
3. Supervisee's correspondence and reports.
4. Tape recordings of supervisee's client contact.
5. Video tape recordings of supervisee's client 
contact.
6. Observation of supervisee's work via one way 
screen.
7. Observation of supervisee in joint interviews.
8. Supervisee's activity in group supervisory 
meeting.
9. Supervisee's activity in staff meetings.
10. Direct contact with agency clients about 
supervisee's work.
11. Direct contacts with personnel in this and/or 
other agencies with whom the supervisee has 
worked.
12. Observation of supervisee during informal 
contacts (lunch, coffee breaks, etc.)
13. Other (please specify)
4 5 
4 5 
4 5 
4 5 
4 5
1 2 3 4-5
1 2 3 4 5
5
5
Section 6
IT IS FELT THAT SUPERVISION IS A MEDIUM THROUGH WHICH : ' - , - ^ ' 
THE STUDENT CAN EE HELPED TO ACHIEVE A CERTAIN LEVEL - 
V, OF READINESS TC FUNCTION AS A PROFESSIONAL. IN THIS -T'"
SECTION I AK INTERESTED IN HOW YOU SEE YOURSELF AS ' '
BEING PREPARED AND READY TO ASSUME A SOCIAL WORK 
POSITION.
Note: In reference to questions 2 and 3 self awareness refers
to the degree in which you are aware of and can identify 
your own strengths and weaknesses as they apply to you 
and how you function as a social worker.
1. How do you see yourself in terms of your own sense of readi­
ness to assume a social work position upon graduation?
Very prepared (1)
Fairly well prepared (2)
Prepared  (3)
Fairly well unprepared .. (U)
Very unprepared ___(5)
2. Rate on a 1 to 5 scale the degree to which your supervisor
was helpful to you, in the following areas, in preparing
yourself to assume a social work position upon graduation. •
Use the following scale: 1 - extremely helpful <
2 - fairly helpful ■ .
. • - ,v. . 3 - helpful • ; - ,
4 - somewhat helpful ' '
5 - not at all helpful r. .
Applying theoretical knowledge to practice 1 2 3 4 5
Learning and developing practice skills 1 2 3 4 5
Personal growth and development in self- 1 2  3 4 5
awareness , ,
. ’i
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3, Rate on a 1 to 5 ecalo, In the following areas, the dogro* 
to which you feol knowledgeable and nelf-confldont In being 
prepared to aooume a ooclil work position upon graduation, 
use tho following scaleI 1 - extremely knowledgeable
2 - fairly knowledgeable
3 - knowledgeable
4 - somewhat knowledgeable
5 - not knowledgeable
Applying theoretical knowledge to practice 1 2  3 4 5
learning and developing practice skills 1 2  3 4 5
Personal growth and development in self- 1 2 3 4 5
awareness
4. As a result of the supervision experienced during your 
academic career do you feeli
You could function autonomously In a social work job
.(1)
You still need and want supervision when you apply
for a social work job (2)
5. Do you feel that you could demand supervision if it were 
not provided for you on the job? Yes (1)
No ____ (2)
6. Have you made any attempts yet to obtain a job upon 
graduation? Yes ll)
No ____ (2)
7. Do you have a job waiting for you upon graduation?
Yes (1)
No _____ (2)
Section 7
IN THIS SECTION V/S ARE INTERESTED IN OBTAINING SOKE GENERAL 
BACKGROUND INFORMATION HKICH WILL HELP US TO BETTER UNDER­
STAND THE MATERIAL SHARED IN THE QUESTIONNAIRE.
1. Please check the appropriate responses:
SEX
AGE
Female ____(1)
Kale (2)
25 yrs. or less (1)
26-30 years (2)
31-35 years ..  (3)
36-40 years (4)
41-45 years (5)
46-50 years ____ (6)
51-55 years (7)
56-60 years (8)
61 years or over (9)
2, Highest level of education achieved (please check one).
Completed high school ____(1)
Some college, not completed ____(2)
Bachelor degree (social (3)
work major)
Bachelor degree (major ____ (4)
other than Social Work)
Some graduate training ____ (5)
(Social Work)
Masters degree other than ____(6)
Social Work
Other (please specify) (7)
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3. ■ExrenTa:cR in  nrcTA: virp.K_.
Hone . _ ( ! )
2 years or less ____(2)
3-5 years ____ (3)
6-8 years ___ w
9-11 years ____(5)
12-13 years
14-16 years ____ (7)
17-19 years ____ (8)
20 years or more ____(9)
4, What is your current exact JOB TITLE in the agor.cy?
JOB TITLE _________________ ________
5. The agency in which you are currently placed is:
A private voluntary agency (1)
A public agency (2)
6. The agency is PRIMARILY a (check only one)
Child Welfare Agency ___ (1)
Family Service Agency ----(2)
Psychiatric-Mental Health (3)
Agency
Medical Social Work Agency ___ w
Public Assistance Agency (5)
School Social Work Agency ___ (65
Corrections Agency ____ (7)
Group Service Agency ____ (8)
Community, Organization,
Planning, Community Develop­
._(9)ment Agency
Other (please specify)
____ (10)
7. Size of agency. The local office of the agency employs a 
total of about...
5 or fewer Social Workers_________ ____ (1)
6-10 Social Workers______________ ____(2)
11-20 Social Workers (3)
21-30 Social Workers (4)
31-40 Social Workers_____________ ____(5)
41-50 Social Workers (6)
51 or more Social Workers (7)
8. Are you being surpervised by: (please check one)
An agency supervisor ____ (1)
A School of Social Work supervisor____ (2)
Both ___ (3)
9. '.'/hat are the educational qualifications of your supervisor:
(please chock one)
B.A. (1) M.S.W.   (3) Other (pleasem P'i.Sj.We I j; u n \n
B.S.W. (2> D.S.W.  (4) specify).
10. What is tho job title of your nupcrviror?
JCC TITLE  ____________________
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